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ABSTRACT
EXPECTANCY-VALUE THEORY DURING CHALLENGING MOMENTS:
A NARRATIVE INQUIRY INTO CLASSROOM DIALOGIC DISCUSSIONS
Malka Alter Ungar

This problem solution narrative inquiry explored how expectancy-value theory
impacts teachers’ decisions during dialogic discussions. This paper delved into
challenging moments teachers faced during dialogic discussion implementation. The
purpose was to use this data to better inform the development of teacher-centered and
more supportive professional learning opportunities. Participants from two parochial
schools were invited to be interviewed about their dialogic discussion experiences. Data
was coded using constant-comparative coding and was then restoried within problem
solution narrative framework. The narratives were then coded for themes of expectancy,
value, and self-efficacy. This study was intended to impact professional development to
guide teachers as they implement best practice, such as dialogic discussions and,
ultimately, supporting teachers through the implementation process can give more
students access to higher quality literacy experiences. Results indicated that the three
constructs of expectancy-value theory, which are expectations, value, and self-efficacy
impacted teachers’ motivation to implement dialogic discussions and inspired them to
persevere through obstacles. Limitations, recommendations for future research, and
recommendations were discussed.
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CHAPTER 1: INTRODUCTION
As a society, we expect teachers to treat all children equally yet respond to
each child’s unique needs; to be strict yet forgiving; and to be intellectually
demanding yet leave no child behind (Kennedy, 2016, p. 3).
Literacy teachers entering today’s middle school classrooms are faced with the
complex task of educating 21st century students. They are expected to foster the
development of “lifelong learners” by encouraging them to “persevere through
challenging, complex texts” (New York State Education Department [NYSED], 2017))
However, teaching advanced literacy skills to America’s students when one quarter of
eighth graders struggle to read (National Center for Education Statistics, 2017) is not a
simple task and requires teachers to be highly trained in best practices. The International
Literacy Association’s What’s Hot in Literacy: 2018 Report identified teacher
preparation as number 12 on its What’s Hot list, but number 3 on its What’s Important
list (2018). This leads to the assumption that while quality teacher education is of
essential importance, the topic of teacher preparation in the field of literacy is currently
under-represented in the field of literacy research and education.
During my more than ten years in middle school classrooms, first as a sixth-grade
teacher and then as an English Language Arts curriculum coach and director, I have
witnessed the need for high quality teacher training first-hand. My colleagues are both
passionate and dedicated towards student success, yet they often struggle to inspire
adolescents with diverse learning challenges to connect with a text. It is a constant
struggle to engage and inspire text-based discussions among adolescents. Consequently,
within my role as an instructional coach, it is my responsibility to introduce my

colleagues to effective, research-based practices for reading comprehension instruction,
which will help their students develop close reading skills and inspire a life-long passion
for learning and literacy (Calkins, 2020).
Many of the teachers I have had the privilege of working with are learning on the
job. They need to continuously engage in professional development (PD) opportunities
where they can learn best practice and how to implement potentially unfamiliar pedagogy
(Calkins, 2020). Next Generation English Language Arts Standards for Comprehension
and Collaboration (NGELA, 2017) call for opportunities for students to engage in
collaborative and argumentative text-based discussions (NGS; National Governors
Association Center for Best Practices and the Council of Chief State School Officers,
[NGACTB], 2010). Dialogic instruction which encourages students to generate questions,
engage in discussions, and actively listen to their peers (Fisher & Frey, 2020) is aligned
with these standards. This is very different from the frontal teaching many of my
colleagues have been using, and the paradigm shift needed to transition to collaborative
discussions requires constant coaching (Reznitskaya & Wilkinson, 2015).
Background
The National Reading Panel (National Reading Panel, 2000) published a report
citing the best reading instructional practices based on results from a culmination of
quantitative studies (National Institute of Child Health and Human Development,
[NICHD], 2000). They identified the five pillars of effective reading instruction:
phonemic awareness, phonics, fluency, vocabulary, and reading comprehension (National
Reading Panel, 2000). This spurred the enactment of reading reform policies, such as the
No Child Left Behind Act (No Child Left Behind [NCLB], 2002) and presently Every
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Student Succeeds Act (ESSA). The Common Core Learning Standards (CCSS; National
Governors Association Center for Best Practices and the Council of Chief State School
Officers, [NGACTB], 2010), more recently followed by the Next Generation ELA
Learning Standards (NGELA, 2017), were then developed with the goal of college and
career readiness and inspiring a life-long love of reading.
Despite the number of recent reading reforms and initiatives, according to the
2019 NAEP report, only 34% of 8th graders are at or above a proficient level in reading,
which is a decrease since 2017 (National Center for Education Statistics, 2019).
Therefore, there is a need to explore ways to support teachers as they implement dialogic
instruction, which has been shown to improve reading motivation and comprehension
(Anderson et al., 2001; Burbules, 1993; Fisher & Frey, 2018; Mercer & Littleton, 2007;
Nystrand, 1997; Nystrand & Gamoran, 1991; Reznitskaya & Anderson, 2002;
Reznitskaya et al., 2009; Rosenshine & Meister, 1994; Soter et al., 2008; Wells, 2007).
Dialogic Instruction
Dialogic discussion is a method of literacy instruction that uses discussion and
dialogue to motivate students to use multiple strategies to engage with a text via
interactive, and sometimes competitive discussions (Wilkinson & Son, 2011).
Conversations are built upon open-ended, collaborative exchanges. The goal is to build
students' comprehension and integration of texts (Wilkinson & Son, 2011), and the result
is an increase in intrinsic motivation as students engage in social collaboration around a
text. Dialogic discussions engage readers with opportunities to use multiple
comprehension strategies and construct knowledge fluently and reflexively as they
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interact with a motivating text and engage in social interactions with peers (Guthrie et al.,
2012).
Bakhtin’s (1986) five principles of effective student talk ground dialogic
discussions. They are collectivity, reciprocity, support, cumulation, and purposefulness
(Bakhtin, 1986) ground dialogic discussions. Alexander (2005) elaborated upon these
principles with her five categories of talk. These are rote drilling of facts, recitation of
memorized knowledge, teacher instruction, discussion of ideas, and dialogue. Dialogue is
most aligned with Bakhtin’s principles of effective student talk (Davies et al., 2017).
When teachers and students co-construct knowledge through a well-structured dialogic
inquiry, students develop deep comprehension skills (Davies, et al., 2017).
Dialogic instruction is grounded in the Transactional Theory (Rosenblatt, 1994),
which identifies two stances a reader can take. They can either read with an efferent
stance, which means they are simply reading for literal comprehension, or they can
connect with the author and characters via an aesthetic stance (Rosenblatt, 2005).
Dialogic instruction, which involves interactive and sometimes competitive discussions,
gives students a framework for developing an aesthetic stance (Wilkinson & Son, 2011).
When students are engaged in small- group discussions with their peers, they can deepen
their comprehension, as they engage in authentic social conversations. These motivating
experiences can have a long-lasting positive impact on overall reading achievement
(Fisher & Frey, 2018).
Research proves that adolescent readers achieve success when they are motivated
to participate in reading and writing activities (Ivey & Broaddus, 2011; Jang et al., 2015;
Schiefle et al., 2012). The social nature of these small-group literary discussions
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intrinsically engages readers and deepens comprehension (Allen et al., 2003). Dialogic
instruction strengthens reader-text relationships, positively impact classroom climates,
leads to greater gender equity and understanding, and promotes a more supportive
learning environment for English Language Learners (Chia-Hui, 2004, as cited in Fisher
& Frey, 2018). This can help students achieve the Next Generation ELA Learning
Standard of developing a lifelong passion for reading (NGELA, 2017).
Professional Development
While a past and continuously growing body of research has shown the positive
effects of dialogic discussions (Boardman et al., 2017; Burbules, 1993; Fisher & Frey,
2018; Nystrand & Gamoran, 1991; Reznitskaya & Anderson, 2002) on student
comprehension and reading self-efficacy, most literature classes are still framed in
teacher-led initiate-respond-evaluate (IRE) discussions (Alexander, 2008; Cazden, 1998;
Fisher & Frey, 2020; Wilkinson & Nelson, 2013). This is concerning as dialogic
discussions give students opportunities for the “inquiry, critical thinking, creativity, and
problem- solving” (Cassidy, J., Ortlieb, E., & Grote-Garcia, 2018) which promote deep
comprehension of texts (Cassidy, J., Ortlieb, E., & Grote-Garcia, 2018).
Ultimately, it is teacher expertise and mindset that have the largest impact on
student achievement (Calkins & Ehrenworth, 2017; Hattie, 2009). Therefore, it is
essential that teacher growth is supported through opportunities for engaging professional
development (PD), which will improve instructional quality and raise student
achievement (Dana et al., 1997; Desimone et al., 2002; Garcia & Weiss, 2019; Seymour
et al., 2003).
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It is the unique teachers’ stories and knowledge that need to drive authentic
learning in the classroom. Clandinin’s image of teachers as curriculum planners is based
on Dewey’s beliefs that teachers are inspired by their intelligence (Dewey, 1908) and
Shwab’s assertion that they “must be involved in debate, deliberation, and decision about
what and how to teach” (Schwab, 1983, p. 245, italics in original). In this narrative
inquiry, I listened to five teachers and one instructional coach tell and retell stories
derived from living experiences in the classroom. These stories, which are the “personal
practical knowledge” (Connelly & Clandinin, 2006) that shapes each teacher’s
expectancy, value, and self-efficacy beliefs for each pedagogical decision, can best
inform the development of professional learning opportunities for dialogic discussion
implementation.
Statement of the Problem
Student achievement is stagnating and decreasing. Yet, expectations are
continuing to rise. Hence, practitioners, researchers, and policymakers are focusing on
teacher professional development (PD) (Kennedy, 2016). Despite professional
development being mandatory for almost every teacher, there is little data to inform the
development of effective PD opportunities (Garcia & Weiss, 2019; Kennedy, 2016).
Teachers are often unprepared to guide students through mastery of increasingly
challenging tasks, such as critical thinking, problem-solving, and sophisticated
communication skills (Darling-Hammond, et al., 2017). Although there is a growing
body of research documenting effective PD practices ((Buczynski & Hansen, 2010;
Johnson & Fargo, 2010; Santagata et al., 2010)), research proves that PD does not always
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lead to higher performance (Hill, Beisiegel, & Jacob, 2013, as cited in Darling-Hammond
et al., 2017).
While CCSS (NGACTB, 2010) heightened instructional expectations for ELA
teachers, many do not feel prepared to effectively help students meet the more rigorous
demands (RAND Reading Study Group, 2001). District administrators are concerned that
teachers are not supported with enough high-quality professional development (PD)
opportunities (Stark Rentner & Kober, 2014). In 2015, RAND Reading Study Group’s
American Teacher Panel (ATP) and American School Leader Panel (ASLP) surveyed a
sample of teachers and principals to collect data about whether teachers are prepared and
supported in implementing English Language Arts (ELA) state standards. Among other
findings, the report found that the topics of PD provided by their schools were not
necessarily supporting teachers within topics that they felt were of utmost importance.
While most teachers reported that much of the professional learning opportunities they
had attended were about using assessment data to inform instruction, these were not the
topics they were hoping to learn more about. This data points to a need for PD
opportunities which provide teachers with teacher-initiated and collaborative
opportunities for instructional and curriculum specific guidance (Kaufman et al., 2016).
Many teachers report a lack of consideration for teacher say in school policy
(Garcia & Weiss, 2019). Often PD programs are generically prescriptive, reducing the
need for teacher discretion and judgment (Kennedy, 2016). The constant top-down
educational policies dictating new laws, curricula, assessment methods, etc. has
normalized universal prescriptive teaching methods (Kennedy, 2016). Generic and
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prescriptive methods can backfire, and even exacerbate issues, when an individual
student is learning (Kennedy, 2016).
Furthermore, lack of support and training during a teacher’s early career is cited
as a major contributor to lack of retention (Garcia & Weiss, 2019). This is especially
troubling, as there are no objective criteria which define effective, supportive early
training and ongoing professional development (Garcia & Weiss, 2019). Many new
teachers do not feel confident in the classroom or supported by professional development
opportunities (Garcia & Weiss, 2019). Therefore, it is imperative that teacher trainers
identify factors that can boost educators’ confidence to take a step back as they facilitate
dialogic instruction. For this reason, my narrative inquiry explores teachers’ feelings of
competence and confidence during dialogic discussions. Data from this study can guide
coaches as they support teachers through the development and facilitation of lessons
grounded in dialogic instruction.
Despite the proven impact of dialogic discussions on student learning (Anderson
et al., 2001; Boardman et al., 2017; Burbules, 1993; Corrin et al., 2008; Fisher & Frey,
2018; Langer, 2001; Mercer & Littleton, 2007; Nystrand, 1997; Nystrand & Gamoran,
1991; Raphael, 1991; Reznitskaya & Anderson, 2002; Reznitskaya et al., 2009; Soter et
al., 2008; Wells, 2007), recitation dominates most classroom discussions (Alexander,
2008). Many teachers are not adequately trained to guide students towards engaged
reading comprehension, nor have they experienced high quality book discussions
(Commeyras & Degroff, 1998).
Over the past five years, I have spent many hours engaged in the complex dance
needed to support adult learners. I have collaboratively coached and supported teachers
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as they implemented new pedagogy. We develop lessons and units together and then
reflect upon their value and impact in the classroom. I have seen how teachers’ prior
knowledge, values, and expectations are threaded throughout conversations about
attempts at implementing dialogic discussion. These qualitative moments provide a
window into understanding “under what conditions, why, and how teachers learn” (Opfer
& Pedder, 2011, p. 378).
The goal of professional learning is to help lift the quality of teaching and,
ultimately, learning in the classroom (Kennedy, 2016). The number one impactor on
student achievement is teacher quality (Calkins, 2017). However, learning how to
facilitate dialogic instruction, which are framed in access, choice, and discussion, is a
complex process for teachers. It is dependent on prior knowledge and beliefs, as well as
external support (Fisher & Frey, 2018). Therefore, it is imperative that teachers
experience intrinsically motivating professional development opportunities for dialogic
instruction (Calkins & Ehrenworth, 2017). Understanding what drives educators’ choices
during problem-solving moments can inform the development of engaging and effective
professional learning opportunities (Bostrom & Palm, 2020). These opportunities can
foster the development of excellent educators, who are dedicated and skilled in best
practices. The goal is for these quality teachers to have learned the skills to motivate
students to engage in the dialogic discussions derived from the rich, close reads needed to
boost reading achievement (Fisher & Frey, 2018).
Theoretical Framework
Expectancy-value theory (Atkinson, 1957; Eccles et al., 1984; Wigfield & Eccles,
2000) hypothesizes that one’s motivation to complete a task is dependent on their belief
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in their expected success (i.e., expectancy) and their belief in the task’s importance (i.e.,
value). Beliefs about one’s current levels of competency or ability, along with the
perceived complexity of the task, will determine expectancy beliefs (Wigfield et al.,
2004; Wigfield & Eccles, 2000). If one believes that they are capable of performing a
task that has value, they will be more intrinsically motivated to try it (Wigfield & Eccles,
1992).
Students weigh the cost of the task against their perceived ability to complete it.
As they grow older, their sense of competence may decline once they engage in social
comparisons to assess their level of competence within academic content areas (Eccles et
al., 1993; Wigfield & Guthrie, 1997). Children who noticeably struggle more than their
peers will develop more negative expectancy beliefs (Stipek & MacIver, 1989). The
competitive school environment fostered by whole-class instruction, which may highlight
students’ abilities or lack thereof, may put struggling students in the spotlight and
diminish their sense of self-concept (Eccles et al., 1984; Eccles et al., 1993; Feldlaufer et
al., 1988). In contrast, the smaller, more collaborative groupings in book clubs will give
students less opportunities for ability comparisons (Johnson et al., 1984; Sharan &
Shaulov, 1990; Slavin, 1977). This is especially necessary in literacy, because interest in
reading tends to decrease as children progress through the grades (Eccles et al., 1993;
Wigfield & Guthrie, 1997). However, when students participate in engaging literacy
discussions, they will see that reading is an attainable, enjoyable, and useful task (Fisher
& Frey, 2020; Reznitskaya & Wilkinson, 2015; Wigfield & Guthrie, 1997).
Expectancy-value theory and self-efficacy can affect and ultimately drive
teachers’ decisions as well. Self-efficacy can be defined as one’s belief about his
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capability to successfully complete a task (Bandura, 1993). One’s belief in their abilities
begin to form during infanthood (Bandura, 1994). Experiences of success and failure, as
well as the responses of those around them, shape one’s beliefs in himself (Bandura,
1994). Those who feel more positive about their ability to succeed will not only put in
more effort into the process but will persevere past failures (MacIver et al., 1991). Hence,
a teacher’s self- efficacy can impact their motivation to implement pedagogy (Goker,
2006; Rosenthal, 1991). If an individual teacher believes in the value of a task, such as a
pedagogical approach, and feels a sense of competence in implementation, they are more
likely to use the method (Wigfield & Eccles, 1992).
The current study is grounded in the expectancy-value theory (Eccles et al., 1993)
and self- efficacy theory (Bandura, 1994), because its purpose is to explore how the three
influential factors of value, expectancy, and self-efficacy shaped teachers’ experiences as
book club facilitators. This model, based on Abrami et al. (2004), analyzes how a
teachers’ decision to implement an innovation is impacted by their perceived value,
expectations, and self-efficacy when facilitating the method.
Value items focused on whether teachers viewed dialogic discussions to have
worthwhile outcomes, including benefits to the teachers’ pedagogical philosophies, and
to the students’ potential academic growth. Expectancy items explored teachers’
understanding of how dialogic discussions would look in the classroom and their beliefs
in the success of the initiative. This included a focus on teachers’ self-efficacy. Cost
items focused on teachers’ perceived investment into the implementations, specifically
with risking classroom management issues (Abrami et al., 2004). Restorying teachers’
reflections on dialogic instruction experiences within the framework of expectancy-value
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constructs answered questions about what gives them the confidence to persevere through
challenges.
Significance of the Study
Research has shown the impact of dialogic discussions in the classroom, yet
teachers face many challenges when trying to facilitate dialogic instruction (Fisher &
Frey, 2018). Understanding how expectancy-value theory impacts teachers’ decisions in
tough moments can help educational coaches provide encouragement and support to
boost teachers’ perceptions of competence. Training opportunities which are framed
within a teachers’ socio-cultural schema can help develop their sense of self-competence
and can support teachers through the paradigm shift needed to transition from IRE to
dialogic discussions (Vygotsky, 1978).
It is especially important to note that supportive PD is essentially a social justice
issue because of the lower teacher retention rate in underprivileged schools (Garcia &
Weiss, 2019). Teachers who felt supported and benefited from useful professional
development opportunities are less likely to quit (Garcia & Weiss, 2019). Unfortunately,
high poverty schools are less likely to foster the supportive environment needed for
teacher retention of highly qualified teachers (Garcia & Weiss, 2019). Educators in highpoverty schools are more likely to be novice and lower-credentialed (Garcia & Weiss,
2019). This has the potential to exacerbate the opportunity gap, because an effective
classroom teacher is the most effective and proven intervention tool for struggling readers
(National Reading Panel, 2000; Snow et al., 1998). Furthermore, a number of studies
revealed that good teachers can positively impact the potential of poor readers (Bembry
et al., 1998; Ferguson & Ladd, 1996; Foorman et al., 1998; Juel & Minden-Cupp, 2000;
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O’Connor et al., 2002; Pressley et al., 2001; Taylor et al., 2000). The high turnover rate
and unstable learning environment, especially in high-poverty schools, widens the
opportunity gap by reducing students’ ability to learn to read (Garcia & Weiss, 2019).
Hence, finding effective ways to develop supportive professional development for
more teachers is essential to narrowing the opportunity gap. Many educators do not feel
confident in their abilities to implement best practice, because they do not enter the
classroom “with all the knowledge they will need to rise to the challenges of their
enormously complex field” (Calkins, 2020, p. 5). Therefore, it is imperative that schools
become “sites for professional study” (Calkins, 2020, p. 5) The complicated task of
developing engaging and challenging reading instruction requires reflection,
collaboration, and flexibility (Calkins, 2020). Teachers need continuous guidance and
support when implementing best practice, so their students can best learn to read (Calkins
& Ehrenworth, 2017).
There are many factors that impact teachers’ professional learning. Many
educators are hesitant to integrate professional development initiatives into their
instructional pedagogy. Some might enthusiastically attempt new initiatives. However,
many give new methodology half- hearted attempts before giving up or never trying at
all. In order for teacher trainers to develop effective professional development
opportunities, it is important that they understand what might encourage educators to
implement best practice (Abrami et al., 2004).
Because motivation drives decision making (Ryan & Deci, 2000), it is important
to understand what encourages teachers to persevere. While extrinsic motivation can be
beneficial in the short- term, intrinsic motivation results in long- term passion and
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investment in the learning process (Biddle, 1998). Interviewing teachers about their
dialogic instruction facilitation process provided a window into what motivates and
encourages them to persevere during moments of challenge.
This narrative inquiry opened a window into teachers’ problem-solving process
during dialogic discussions. Knowing how expectancy-value theory impacts responses in
the classroom may help coaches develop more teacher-centered, supportive professional
development (PD) opportunities for ELA teachers.
Positionality
I began teaching at the age of 19. That wasn’t the plan. It just happened. Yet, from
the first moment of the first day, I was hooked. I remember standing in front of the class.
Five fifth graders were looking up at me. They waited, expectantly, for me to fill their
heads with knowledge, to give them the education their immigrant parents had sacrificed
so much for. There was one small problem. I knew how to read, and I knew how to write,
but I did not know how to teach reading or writing.
I tried to learn on the job. I had a strong sense of responsibility towards my five
fifth graders. We were a team of sorts. There in that small classroom, which smelled of
chalk and dust, we collaborated. We faced quite a challenge, my students and me. They
spoke Russian at home. They spoke Russian at school. And I was expected to teach them
how to read and write in English. Their questions guided me through the teaching
process, as they patiently waited for my answers to guide them through the learning
process.
In my free time, I wandered through the building, unpacking closets, searching for
resources, guides, anything that would teach me how to teach. I unpacked Ruth Culham’s
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Six Traits of Writing (Culham, 2003). That was, and still is, such a treasure! I finally had
a guide for teaching writing. In December, when I received my first paycheck of $500, I
ran to Barnes and Noble to purchase all of the teaching books on my wish list. Slowly, I
uncovered and unpacked teaching strategy after teaching strategy. And my students and I
finally learned.
It’s over fifteen years- fifteen years of exploration, discovery, and learning. Life
has led me into the classroom time and again, both as a teacher and as a student. I
completed an advanced Bachelor of Science in Special and General Education before
pursuing a master’s in teaching Literacy. My teaching career expanded as I moved on to
bigger schools with bigger classes. Still, I spent my time wandering school buildings,
browsing books stores, surfing the web searching for resources, guides, anything that
would teach me how to teach. Along the way, I attended a course in Research for Better
Teaching Inc., Ruth Culham’s seminars at Scholastics, and Institutes at Teachers College
Reading and Writing Program.
After eight years of teaching, I spent the past six years as a junior high school
educational director. Now, I go from classroom to classroom, teaching the teachers and
students, but always learning. I was content making a difference within the walls of my
own junior high school until I met a younger version of myself.
She was looking over my shoulder as I coached one of my teachers. She taught a
morning Judaic Studies class at my school and a seventh grade ELA class in another
school in the afternoon. She watched wide- eyed as I collaborated with my colleague,
coaching, and explaining, guiding her through the teaching process. Then, very timidly,
she spoke up. She taught a class of immigrant children who expectantly, waited for her to
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fill their heads with knowledge, to give them the education their immigrant parents had
sacrificed so much for. There was one small problem. She knew how to read, and she
knew how to write, but she did not know how to teach reading or writing.
That is when I decided to become a teacher trainer, to guide as many teachers as I
possibly can as they stumble through their first few years of their career. I called a
teacher training college and became an adjunct professor at Daemen College- TTI. I
began my week at 9:00 am Sunday morning, once again standing in front of the
classroom. I am still teaching and learning. But now I am teaching teachers how to teach
reading and writing. We are a team of sorts, my prospective teachers and me. There in
that big classroom, which smells of chalk and dust, we collaborate. We read and research
best practices. Together, we metacognate, analyzing the process, discussing how best to
teach all students, the immigrants, the intellectually challenged, the exceptionally bright,
and the creative thinkers.
Once again, I am tasked with the job of researching best practice, because I have a
strong sense of responsibility towards my students, both the adults and the children.
Teachers on my team turn to me, expecting me to give them the training they so
desperately seek. There is one small problem. I know how to teach reading, and I know
how to teach writing, but I would very much like to discover how to encourage teachers
to use best practices for reading and writing.
Research Questions
The purpose of this narrative inquiry is to explore how teachers’ dialogic
experiences can inform the development of more supportive professional development
opportunities. The driving question for the study is as follows:
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● How can middle school teachers’ experiences navigating obstacles during
dialogic discussions inform the advancement of professional development
opportunities?
I will seek to further refine the lens of the study through the following subquestions:
● How does value impact a teacher’s ability to take risks and problem solve
through challenges?
● What factors impact a teacher’s sense of self-efficacy when implementing
dialogic instruction?
Definition of Terms
Book Clubs, or literature circles, are “small, peer-led discussion groups whose
members have chosen to read the same story, poem, article, or book” (Daniels, 2002).
Dialogic Instruction: In this study, the terms dialogic instruction, dialogic
discussions, and dialogic conversations were used interchangeably. This term refers to
discussions between three or more people for at least 30 seconds (Fisher & Frey, 2020),
which strategically engages students in conversations which support learning (Alexander,
2008). This approach to literacy instruction uses discussion and dialogue to encourage
students to use multiple strategies to interact with a text via interactive, and sometimes
competitive discussions (Wilkinson & Son, 2011).
Expectancy: One’s belief in a task’s expected success, or lack thereof (Atkinson,
1957; Eccles et al., 1984; Wigfield & Eccles, 2000). In this study, the term was also used
in reference to teachers’ understanding of expectations of the dialogic instruction method.
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Cost: Cost items assess one’s perceived investment into an implementation, such
as class and preparation time (Abrami et al., 2004).
Value: One’s belief in a task’s importance (Atkinson, 1957; Eccles et al., 1984;
Wigfield & Eccles, 2000)
Self- efficacy: Self-efficacy can be defined as one’s belief about his capability to
successfully complete a task (Bandura, 1993).
Intrinsic motivation: The desire to understand and develop competence in a
subject (Newmann, 1992). Intrinsic motivation results in enjoyment and satisfaction from
conducting an activity (Bostrom & Palm, 2020).
Extrinsic motivation: The rational responses to external rewards and
punishments used to improve performance (Pink, 2009).
Reading Comprehension: The complex critical thinking process (Thorndike,
1917) needed to comprehend literal meaning, interpret authors’ intentions, and evaluate
and apply ideas to their own lives (National Reading Panel, 2000).
Professional Development: Effective professional development is content
focused, uses active learning, collaborative, uses models of best practice, provides
individualized support, offers opportunities for feedback and reflection, and is of
sustained duration (Darling-Hammond, et al., 2017).
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CHAPTER 2: REVIEW OF THE RELATED LITERATURE
This chapter reviews the extant research about how self-efficacy (Bandura, 1993)
and expectancy-value theory (Eccles et al., 1984) impact teachers’ motivation to facilitate
dialogic instruction. It begins by mapping out the evolution of best practice in reading
comprehension instruction from single strategy instruction (Jitendra et al., 2000; Wilder
& Williams, 2001) to dialogic discussions (Kintsch & Kintsch, 2005; Reznitskaya &
Anderson, 2002). Then, identifies best practice as dialogic discussion, which is framed in
intrinsically motivating social learning opportunities (Langer, 2001; Wells, 2007).
Finally, it reviews the current research of effective professional development
opportunities, specifically focusing on the relationship between teacher perspective and
pedagogical implementation (Darling-Hammond et al., 2017; Davies et al., 2017;
Reznitskaya & Wilkinson, 2015; Wilkinson, et al., 2017). It ends by identifying the need
for more research which specifically explores how teachers’ perspectives of self-efficacy
and expectancy-value impact their motivation to implement and sustain learned methods
for dialogic instruction (Abrami et al., 2004; Bostrom & Palm, 2020; Foley, 2011).
Reading comprehension instruction has evolved tremendously over the past fifty
years. The waves of strategy instruction began in the seventies with single strategy
instruction (Eeds & Wells, 1989; Lipman, 1975), then multiple strategy instruction in the
eighties (Duffy et al., 1986; Palinscar & Brown, 1984; Pearson & Fielding, 1991).
Transactional strategy instruction, with a focus on cooperative learning, were in vogue in
the nineties (Pressley & Afflerbach, 1995; Rosenblatt, 1994; Rosenshine & Meister,
1994). This evolved into dialogic reading instruction beginning in the 2000s (Anderson et
al., 2001; Boardman et al., 2017; Burbules, 1993; Chinn et al., 2001; Corrin et al., 2008;
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Fisher & Frey, 2018; Greenleaf et al., 2001; Langer, 2001; Mercer & Littleton, 2007;
Nystrand, 1997; Nystrand & Gamoran, 1991; Raphael, 1991; Reznitskaya & Anderson,
2002; Reznitskaya et al., 2009; Rosenshine & Meister, 1994; Soter et al., 2008; Wells,
2007). Current best practice suggests that intrinsically motivating cooperative learning is
what inspires students reading achievement (Athey, 1969; Boyd, 2001; Fisher & Frey,
2020; Ivey & Broaddus, 2001; Jang et al., 2015; Schiefle et al., 2012; Voke, 2002).
Learning and literacy are framed by social interactions and cultural experiences and
expectations (Vygotsky, 1978).
Dialogic instruction uses discussion and dialogue to encourage students to use
multiple strategies to interact with a text via interactive, and sometimes competitive
discussions (Alexander, 2005; Fisher & Frey, 2020; Wilkinson & Son, 2011). Dialogic
teaching has been proven successful in multiple studies (Nystrand & Gamoran, 1991;
Raphael, 1991; Burbules, 1993; Rosenshein & Meister, 1994; Nystrand, 1997; Anderson
et al., 2001; Chinn, Anderson, & Waggoner, 2001; Greenleaf et al., 2001; Langer, 2001;
Reznitskaya & Anderson, 2002; Mercer & Littleton, 2007; Wells, 2007; Corrin, Somers,
Kemple, Nelson, & Sepanik, 2008; Soter et al., 2008;. Results have demonstrated that
dialogic discussions can increase students’ engagement (Fisher & Frey, 2018), help them
connect with the text (Reznitskaya et al., 2009), and deepen their understanding
(Boardman et al., 2017).
Dialogic discussions began as Grand Conversations (Eeds & Wells, 1989), where
a teacher begins the conversation with a “big” question and then allows for spontaneous
student turn-taking. Then, it evolved into literature circles where conversations are
guided by assigned student roles (Daniels, 2002). Literature circles are also known as
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book clubs (Raphael & McMahon, 1994). Each of these methods uses social
conversations to inspire deep and rigorous engagement with books.
Despite teachers’ interest in the idea of integrating book clubs into the classroom,
Basal readers, which reinforce IRE (Cazden, 1998; Dewitz et al., 2009; Durkin, 1981;
1990; Wilkinson & Son, 2011) provide an instructional framework for 75% of US
teachers (Education Market Research, 2010). Many teachers may not be familiar with
best and current practices for teaching reading comprehension, as most states do not
require a course in reading to be certified as a middle school English teacher (Calkins,
2017). Guiding teachers’ transition from traditional IRE models to more dialogic
approaches can be challenging (Alvermann & Hayes, 1989; Commeyras & Degroff,
1998).
Studies have shown that teachers’ epistemological views impact their
instructional moves, and professional development must begin by addressing teachers’
perspectives (Davies et al., 2017; Reznitskaya & Wilkinson, 2015; Wilkinson, et al.,
2017). Furthermore, a number of researchers explored how expectancy-value theory
(Eccles et al., 1984) and self-efficacy (Bandura, 1993) impact teachers’ motivation to
implement and sustain new pedagogy (Abrami et al., 2004; Bostrom & Palm, 2020;
Carter et al., 2016; Foley, 2011; Thomson & Kaufmann, 2013;). This study will focus on
exploring how teachers’ perspectives of cost, value, and expectations impact their
experiences during problem-solving moments during dialogic discussions.
The Evolution of the Reading Comprehension Instruction
Researchers have attempted to identify effective methods for teaching deep
reading comprehension. Beginning, in the early 1970s, strategy- based literacy instruction
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became a focus of literacy research. The research matter has evolved over time. Studies
began with analysis of single strategy instruction (Eeds & Wells, 1989; Lipman, 1975).
Student achievement was successfully boosted through lessons which taught isolated
strategies, such as main idea identification (Jitendra et al., 2000), story theme
identification (Wilder & Williams, 2001), and use of mental imagery (Joffe et al., 2007).
Then, a wave of multiple strategy studies began in the 1980s. Teachers modeled
and explicitly directed students in the use of a few strategies (Duffy et al., 1986). The
children then engaged in reciprocal teaching groups to practice the strategies (Palinscar &
Brown, 1984). Experimental studies reported the significant positive effects of this
method (National Reading Panel, 2000; Pearson & Fielding, 1991). Next, Transactional
Strategy Instruction (TSI) came into vogue in the 1990s. Once again students were taught
a small repertoire of strategies, such as predicting, questioning, clarifying, visualizing,
and summarizing (Wilkinson & Son, 2011). However, this method encouraged
collaborative construction of meaning. The positive effects of TSI were used to support
the idea that reading is a constructive process which requires students to use multiple
strategies in a fluid manner (Pressley & Afflerbach, 1995).
Despite the proven success of all forms of strategy instruction, researchers have
not yet pinpointed what about it works (Rosenshine & Meister, 1994; Sinatra et al.,
2002). Critics have argued that the speed with which skilled readers comprehend a text
makes it unlikely that they are actively using strategies (Resnick, 1985). Of particular
interest, reviews of reciprocal teaching highlight the fact that no matter the kind or
number of strategies taught, the results were the same (Rosenshine & Meister, 1994).
Additionally, researchers have not yet identified the most effective strategies (Sinatra et
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al., 2002). Interestingly, the two alternative explanations for the success of this type of
instruction signify that the positive effects are not necessarily a result of instruction in the
use of specific strategies, but the consequence of the process of actively making meaning
during reading (Kintsch & Kintsch, 2005) while engaging in collaborative dialogue
(Palinscar, 1986).
It is essential to clearly identify the end goal of strategy instruction as teachers
may come to erroneous conclusions about the purpose of this method. A potential pitfall
is that the teacher can forget that the strategy is only a means to a greater end (Baker,
1994; McKeown et al., 2009). Discussions can become formulaic and rote and discourage
meaningful conversations about the text. Just as in a recitation classroom, students will
then not be given opportunities to meaningfully connect with a text.
Dialogic Reading Instruction
In response to the emphasis on forging deep connections with a text, dialogic
approaches were introduced around the turn of the twenty-first century (Alexander, 2005;
Reznitskaya & Anderson, 2002; Wilkinson & Son, 2011). Small group literary
discussions involve students generating questions, engaging in discussion, and actively
listening to others’ ideas (Fisher & Frey, 2020). The social nature of these small group
literary discussions intrinsically engages readers and deepen comprehension (Allen et al.,
2003). This can help students achieve the Next Generation ELA Learning Standard of
developing a lifelong passion for reading (NGELA, 2017).
Nystrand and Gamoran (1991) explored the impact of the role of competitive
discussions on students' reading comprehension. In a correlational study of 58 eighth
grade and 54 ninth-grade language arts and English classes in the U. S. Midwest,
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Nystrand and Gamoran noted specific features of effective whole classroom
conversations. Teachers used open-ended questions to create authentic exchanges about
literature. They used uptake to allow student responses to drive and develop the
conversation (Nystrand, 1997; Nystrand & Gamoran, 1991). Furthermore, whole class
and small group discussions are an underlying factor found within higher performing
schools (Langer, 2001). Researchers noted that it is not student talk per se which is the
predictor of higher achievement, but the quality of the talk (Wells, 2007).
Another effective dialogic model is collaborative reasoning. Students make a
claim, provide evidence from a text, and prepare counterarguments which undermine
opposing viewpoints. This form of evidence-based discussion motivates students to take a
critical-analytic stance (Reznitskaya & Anderson, 2002). Anderson provided support for
this framework with his theory of a snowball phenomenon. Once one student builds an
argument, others will adopt this stance to support their own arguments and viewpoints.
Repetitive use of the claim, evidence, and counterargument pattern will solidify the
argument schema for discussion participants (Anderson et al., 2001). Research has
proven that students will then transfer their oral skills to boost their persuasive writing
abilities (Dong et al., 2008).
Furthermore, reading apprenticeship (Greenleaf et al., 2001) is another researchbased dialogic model. This is a framework where teachers model their own thinking as
they struggle to make sense of informational texts. Students then engage in metacognitive
conversations about content. This is an opportunity to promote active use of strategies in
an engaging and authentic way (Greenleaf, et al., 2001).
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Corrin et al., (2008) spent five years studying the short and long-term impacts of
supplemental literacy implementations. Students, many of whom were low-income, from
34 high schools in 10 diverse midsize and large urban school districts were selected to
participate in the study. In stage one, a two-level random assignment research design was
used to randomly assign students to one of the two supplemental literacy programs:
Reading Apprenticeship Academic Literacy (RAAL) or Xtreme Reading. In stage two,
eligible students were randomly assigned to either participate in a supplemental literacy
program or remain in mainstream elective class. Reading Apprenticeship, which
encourages metacognitive dialogic discussions, was proven effective for struggling ninth
graders in a large-scale, randomized control trial (Corrin et al., 2008).
Collaborative Strategic Reasoning (CSR) is a method where students engage in
small- group strategy discussions before, during, and after reading. This model is based
on the gradual release of responsibility (Pearson & Gallagher, 1983) and transactional
instruction (Pressley, et al., 1992). Teachers hold an imperative role in the CSR
classroom, even if they are not necessarily the ones questioning and discussing. One
authentic teacher question, followed by an open-ended discussion with strategic teacher
prompts, can deepen student comprehension (Soter et al., 2008; Wells, 2007). Any lesson
style that moves away from the Initiation-Response- Evaluation pattern fosters higher
levels of engagement, discourse, and encourages all students to participate (Chinn et al.,
2001). Studies have shown that CSR was especially effective for low-achieving students
(Rosenshine & Meister, 1994).
A randomized controlled trial study specifically researched the ways CSR
influences teacher and student discourse (Boardman et al., 2017). 184 Participants were
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selected from seventh and eighth grade reading classrooms in two states. The same
teacher randomly selected classrooms to teach using CSR and taught using typical
methods in the control classrooms. Teachers were observed four times in CSR
classrooms and four times in typical classrooms. Researchers used a Likert- type scale to
assess the quality CSR instruction. Talk was categorized as academic, organizational,
behavioral, or off- task. The results showed that strategies grounded text-based
conversations and gave students multiple opportunities for discussion. CSR classrooms
provided students with more opportunities for collaborative discussion. The framework
gave them the ability to explore ideas in ways that the typical classroom could not
(Boardman et al., 2017).
Similarly, Fisher and Frey (2018) conducted an experimental study to determine
the impact of classroom discussions and book talks, as well as access and choice, on
reading volume outside school (Fisher & Frey, 2018). Six schools in the Southwestern
United States participated in the pilot Reading Volume Program (RVP). More than 50%
of the 3,846 students in the participating schools qualified for free or reduced-price lunch.
36% were English Language Learners, 10.5% had identified disabilities, and 2,384 were
Latino. Even-numbered grades were randomly selected to participate in the comparison
group.
The 44 teachers who participated in the study attended a one-hour professional
development to prepare them for the 12-week program. Schools held family information
sessions to launch the initiative and discuss the value of reading. Students had the
opportunity to choose books from their enhanced class libraries in one of two ways. They
either chose based on a class theme or essential question or could select any book.
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Teachers were encouraged to give students opportunities for discussion. Teachers spent
10 minutes three times a week introducing new books. Students were given 15-20
minutes of unrestricted reading and discussion time.
The 12-week pilot RVP program positively impacted reading attitude, selfefficacy, and reading volume outside school. 41 out of 44 teachers reported that RVP had
significantly impacted their students, and three teachers reported moderate impacts.
Additionally, teachers in the control group began advocating for RVP resources, as well.
They diluted the study by implementing access, choice, discussion, and book talks in
their classrooms. These four components were shown to increase the likelihood of
increasing student reading volume and engagement (Fisher & Frey, 2018).
Comparably, first year fourth-grade teacher, Deb Woodman, who taught in an
urban, community school, in a mid-sized midwestern city, found that when students
engaged in dialogic book club discussions, they grew as readers and met district
benchmarks (Raphael, 1991). Book clubs engage readers with opportunities to use
multiple comprehension strategies and construct knowledge fluently and reflexively as
they interact with a motivating text and engage in dialogic discussions with peers
(Guthrie et al., 2012). Specifically, this study looked at how this unit used a literaturebased instructional approach, met the needs of her diverse group of high- poverty
students, and how their instructional support helped facilitate comprehension strategy use
and responses to literature.
Researchers took field notes, recorded video and audiotapes of the whole group
lesson and book club sessions, and then met with the teacher. Another group of
researchers met to analyze data. Students participated in formal and informal interviews,
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saved written reflections from book clubs, and three students took field notes. Book clubs
resulted in higher levels of reading engagement and increased abilities to acquire,
synthesize, and evaluate information from a text. Students’ conversational skills had
matured into thoughtful literary discussions (Raphael, 1991).
Furthermore, Venegas (2018) explored whether literature circles can impact the
self-efficacy of reluctant and struggling readers. 17 students in the fourth through sixth
grades of a central Texas public school had increased levels of self-efficacy after
participating in literature circles, as measured by Reader Self-Perception Scale (RSPS)
pre-test (M=2.99, SD= 0.50) and post- tests (M = 3.69, SD= 0.45) t (6) = -3.76, p = .009,
d = 1.42. The RSPS the four scales of Progress, Observational Comparison, Social
Feedback, and Physiological States to assess students’ self-perceptions of their reading
identity. Seven students, six of whom were Black, with the lowest RSPS self-reported
self-efficacy scores were then selected to participate in focus groups. Students in the
focus groups discussed how literature circle experiences had positively impacted their
RSPS scores, and five out of seven students were now able to identify at least one reading
strength. One student felt that she overall improved as a reader. Interestingly, there was
no pronounced difference in pre and post-test RSPS scores for students with higher selfefficacy from the onset of the study (Venegas, 2018).
The common thread between all of these methods is the opportunity for students
to engage in deep, text- based discussions, which often result in deeper and more
meaningful comprehension.
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Basal Readers vs. Social Learning
Historically, the basal reader has been the foundation and framework for reading
instruction in most classrooms across the country (Wilkinson & Son, 2011). These
readers are often framed in the Initiation-Response-Evaluation (IRE) pattern which many
traditional teachers have used to guide discussions (Cazden, 1998). As of 2010, seventyfour percent of schools and teachers were still using basal readers to provide students
with research-based lesson plans and assessment questions (Education Market Research,
2010). The issue is that while basal readers may be user friendly for the teacher, they do
not foster student engagement (Dewitz et al., 2009). This is concerning because if the
affective network is not activated, no real learning will occur (Athey, 1969; Voke, 2002).
Athey (1969) posited that motivation factors account for 25% of success in
reading comprehension. While intellectual factors, such as background knowledge,
vocabulary, and semantics, play a large part in reading, affective factors are significant
impactors, as well. It is attitude and emotions that inspire a reader to engage with a text
(Athey, 1969). When a child feels confident in his reading abilities, he develops a sense
of self-confidence and identifies as a reader (Athey, 1969). Unfortunately, the opposite is
true, as well. Therefore, it is imperative that literacy professionals use pedagogy that
inspire a sense of mastery (Athey, 1969)
Voke (2002) developed Athey’s theories and explained that when students are
disengaged, they will not develop the cognitive skills needed for authentic learning.
Many adolescents struggle with the complicated and challenging task of comprehending
complex plots and central ideas. Therefore, they need to be immersed in engaging
opportunities which will increase the likelihood of learning and the rate of achievement,
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as readers become problem solvers and problem generators (Voke, 2002). Unfortunately,
for too many teachers and students, the focus is not developing an aesthetic connection
with a book, but on taking the more efferent path of reading to pass the test.
Research confirms (Athey, 1969; Voke, 2002) that adolescent readers become
more proficient when they are motivated to participate in reading and writing activities.
Learning and literacy are framed by social interactions and cultural experiences and
expectations (Vygotsky, 1978). Mirror neurons in the brain mimic what we observe. As
teachers provide direct instructions, students’ mirror cognitive and metacognitive actions.
Knowledge is then refined and processed during teacher-led and peer-led dialogic
discussions (Fisher & Frey, 2020).
Adolescents need time to read, access to fascinating books, and expert instruction
(Pressley et al., 2001). Therefore, strategy instruction must be scaffolded with a gradual
release of responsibility. The teacher must provide direct and explicit instruction, which
is then followed by active engagement, and, finally, independent practice (Pearson &
Gallagher, 1983). Throughout the process, teachers must make their thoughts visible, so
students can become aware of the otherwise obscure cognitive process (Dewitz et al.,
2009). During guided practice, teachers must guide collaborative discussions as teachers
gently transfer responsibility to the students (Pearson & Gallagher, 1983). Questioning is
meant to scaffold student discovery and independent use of the strategies (Dewitz, et al.,
2009). If this segment of the lesson is designed effectively, students will begin exhibiting
their understanding and mastery of the strategies (Meichenbaum & Asnarow, 1979).
However, basal teacher manuals include comprehension assessment questions instead of
scaffolding questions (Dewitz, 2009; Durkin, 1981, 1990).
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Unfortunately, Durkin's 1981 case study of teachers using five different basal
reading programs showed that only 5.3% of the basal instructor's manuals include explicit
instructions for comprehension strategies. 32.6% of the lesson is dedicated to practice,
18.4% is spent on defining vocabulary and discussing background knowledge,
assessments take up 17.4% of the time, and 15.6% of the lesson is set aside for
application (Durkin, 1981). These numbers do not reflect the gradual release of
responsibility model and, therefore, do not represent best practice.
A subsequent case study showed that, despite the wealth of research that had been
published over the course of ten years, the instructor's manuals had not yet changed their
guiding principles (Durkin, 1990). Durkin (1990) spent a year observing a kindergarten
teacher who was using a standard curriculum basal reading program. During the 28
classroom observations over the course of year, the teacher spent most of her time
“covering material” (Durkin, 1990, p. 14), at the expense of matching instruction to
students’ needs.
Even when basal reading programs became “core reading programs”, there was
little framework for collaborative discussion (Dewitz et al., 2009). Dewitz’s content
analysis of core reading programs identified lesson plans which involved some modeling,
a lot of scaffolding, and minimal independence. Students were not given the opportunity
to engage in discussion as they practiced the skill, even though collaborative
conversations provide multiple opportunities for processing information. Instead, the
children are bombarded by teacher-led questions which guide and assess. Reading then
becomes a boring, assessment-based activity (Dewitz et al,. 2009).
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Contrary to the skills-based programs, dialogic conversations are built upon openended, collaborative exchanges. The goal is to build students' comprehension and
integration of texts (Wilkinson & Son, 2011). This method is rooted in cognitive, sociocognitive, and socio-cultural theories. Cognitively, discussion encourages students to
actively engage in the meaning-making process (McKeown et al., 2009). Sociocognitively, as students encounter differing viewpoints, they are forced to gather
evidence either to rethink their own conclusion or form new opinions (Almasi, 1995).
Socio-culturally, discussions give students the chance to work together to gather
knowledge and make sense of texts (Fisher & Frey, 2020). This gives them multiple
opportunities to clarify their thought process for themselves and for their peers (Wells,
2007). Finally, from a dialogic perspective, as students engage in competitive
conversations, they are forced to use the text to clarify and solidify their own
understanding (Nystrand, 2006).
Questioning is meant to scaffold student discovery and independent use of the
strategies (Dewitz, et al., 2009), but teacher manuals include comprehension assessment
questions (Durkin, 1981) where there should be scaffolding questions to guide practice
and engage students in dialogic discussions. Furthermore, teacher-controlled classroom
communication with recitation lessons which ask only "known information questions"
(Mehan, 1998) obstructs student engagement and critical thinking (Alexander, 2008;
Nystrand, 1997). This style of questioning results in "little discussion in any classes in the
sense of an open and in-depth exchange. What most teachers in our study called
'discussion,' was, in the words of one teacher, 'question-answer discussion'- that is, some
version of recitation" (Nystrand et al., 2003, p. 178).
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Many basal readers have attempted to incorporate research-based skills and
strategies lessons but simply introducing a skill or strategy in the beginning of a lesson
does not help a student make the necessary connections needed to authentically boost
reading comprehension (Durkin, 1981). Strategy instruction must be scaffolded with a
gradual release of responsibility. The teacher must provide direct and explicit instruction,
which is then followed by active engagement, and, finally, independent practice (Pearson
& Gallagher, 1983). During guided practice, questioning is meant to scaffold student
discovery and independent use of the strategies (Dewitz, et al., 2009). If the guided
practice segment of the lesson is designed effectively, students will begin exhibiting their
understanding and mastery of the strategies (Meichenbaum & Asnarow, 1979).
However, when taught cooperatively, students who were taught comprehension
strategies and meta-comprehension skills did significantly better on the post-test than on
the pretest (Stevens et al., 1991). In contrast, scores of students who were taught with a
basal reader and worksheets rose insignificantly. When comparing those who were
engaged in cooperative learning to the direct instruction group, scores were on average
nearly a third higher. Based on this study, it would seem like cooperative learning groups
are the most effective way to engage students in the reading comprehension strategy
process (Stevens, et al., 1991).
Similarly, Hattie’s (2009) meta-analysis of 50,000 research articles, which
detailed 150,000 effect sizes and researched 240 million students highlighted the positive
impact of classroom discussions. Student collaboration had an effect size of 0.82. This
was double the average of all other 252 impactors on achievement, such as collaborative
learning (𝑟 2 =0.34), exposure to reading (𝑟 2 = 0.43), integrated curricula programs
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(𝑟 2 =0.47), and phonics instruction (𝑟 2 = 0.70) (Hattie, 2009). Literary discussions have
been proven to enhance critical comprehension skills and to inspire students to read
(Richardson, 2010; Strom, 2014).
Despite the fact that lack of student engagement can negatively impact reading
achievement (Kamil et al., 2008; Manset-Williamson & Nelson, 2005; O’Brien et al.,
2007; Solis et al., 2014), reading intervention programs frequently focus on isolated
reading skills. Consequently, remediation lessons are often boring, seemingly irrelevant,
and lack opportunities for generalization. An experimental study assessed the impact of a
yearlong, engagement intervention on multiple reading skills using Strategic Adolescent
Reading Intervention (STARI) (Kim et al., 2016). STARI focuses on developing selfefficacy by integrating skill instruction in relevant materials and discussions and gave
students opportunities to voice their diverse opinions during meaningful collaborative
partner work.
The researchers hypothesized that student engagement directly positively would
impact reading skills. Title I racially and linguistically diverse schools, with moderate to
high poverty families, in two large urban districts and two rural/ suburban districts in
Northeastern United States volunteered to participate. The mediating effect of students’
engagement on reading skills was examined alongside the contribution of teachers’
perceptions of students' emotional and cognitive reading engagement. Behavioral
engagement was measured via observations of student effort, attention, and persistence in
academic tasks. Teacher and student self-reports of effort and task persistence were
completed, as well. Teachers completed the Reading Engagement Index-Revised
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(Wigfield, 2008) to report students’ emotional and cognitive literacy engagement.
Classroom observations were used to collect data about student responsiveness.
Students in STARI classrooms outperformed control students on measures of
basic reading comprehension (Cohen’s d = 0.21), word recognition (Cohen’s d = 0.20),
and morphological awareness (Cohen’s d = 0.18). The authors attribute the success of the
study on the programs’ engaging skills-based units and opportunities for participating in
relevant discussion and debate, especially for culturally diverse students (Kim, et al.,
2016).
Professional Development
As public schools gained popularity in the early 20th century, there was no
shortage of teachers (Barone & Morrell, 2007). Women had limited career options and
were often encouraged to become teachers. There was no set curriculum or standard
assessments, and there was little data to determine the quality of these teachers. Students
seemingly learned, graduated, and successfully entered the professional workforce
(Barone & Morrell, 2007). Once the Elementary and Secondary Act of 1965 (ESEA) was
implemented, there was little reason to question the effectiveness of these institutions
until the 1980s when A Nation at Risk (National Commission on Excellence in Education,
1983) was printed. ESEA was developed with the goal of using high quality education to
combat poverty. Funds were allocated for professional development, instructional
materials, and other educational supports, specifically to ensure equity across all socioeconomic levels (ESEA, 1966). However, when A Nation at Risk (National Commission
on Excellence in Education, 1983) was published nearly twenty years later, it still raised
concerns about America’s ability to compete in a global economy. The report coincided
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with a shortage in teachers and a rising student population. Additionally, newly formed
standards and criterion-referenced tests highlighted gaps in student achievement (Barone
& Morrell, 2007). These factors led to a greater focus on teacher preparation and
professional development initiatives.
The teacher labor market has continued to decline since the 2008 recession (Moje
et al., 2020). Low pay and stress, as well as lack of effective professional development,
training, and mentoring are among a variety of factors that have resulted in teachers not
entering or leaving the field (Garcia & Weiss, 2019). Furthermore, there is an increased
lack of qualified teachers (Garcia & Weiss, 2019; Sutcher et al., 2019). Enrollment in
teacher preparation programs has decreased by one-third since 2010 (Sutcher et al., 2019)
which means that many classroom teachers are not accredited or certified (Moje, et al.,
2020). Not only are teachers not adequately prepared for the classroom, but there is also a
very high turnover rate. In the 2015-2016 school year, 22.4% of teachers had been
teaching for five or fewer years, and 9.4% had less than two years of experience (Garcia
& Weiss, 2019). These inexperienced teachers, many of whom have not completed
college themselves, are expected to prepare students to be college and career ready
(Moje, et al., 2020).
However, training teachers, for whom educating children is a delicate balance of
encouragement and expectations, requires an intrinsically motivating professional
development process (Kennedy, 2016). Adults enter the learning process with an
independent self-concept based on a reservoir of life experiences. They are inspired by an
internal drive to engage in socially appropriate problem-solving immediate challenges
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(Knowles, 1980). Once teachers enter the classroom, they are faced with complex and
multifaceted challenges (Kennedy, 2016).
Much of the current research has over complicated the adult learning process by
focusing on process-product logic (Opfer & Pedder, 2011) and defining PD by isolated
features, rather than their impact on student learning (Kennedy, 2016). Therefore, it is
still difficult to predict how training opportunities will impact teacher learning and
growth (Kennedy, 2016; Opfer & Pedder, 2011). Ever since Waples and Stone (1929)
tried to identify the practices of good teaching, there has been no consensus on the
priorities and goals of a good teacher (Kennedy, 2016). The “process-product” research
of the 1970s was followed by the case studies of the 1980s (Clark & Peterson, 1986).
These studies only highlighted the complexity of teachers’ decision-making processes
(Kennedy, 2016).
Teachers should be positioned as active participants in the curriculum planning
and education process (Connelly & Clandinin, 1988; Garcia & Weiss, 2019) because
curriculum is developed alongside students as the lessons are lived out in the classroom
(Clandinin, 1992). Education comes alive as teachers connect with students and adapt
policy- driven standards and mandates to meet every learner’s needs. Therefore, teacher
education and professional development cannot be top-down policies which disrespect
teachers’ knowledge and professional judgement and negatively impact morale, and,
ultimately, drive teachers out of the classroom (Garcia & Weiss, 2019). Instead,
instructional coaches must take a narrative stance that acknowledges that teacher
knowledge continuously and socially develops through life experiences (Garcia & Weiss,
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2019). Hence, professional development cannot begin with theory, research, and policy,
but with the knowledge and experience the teachers bring to the table (Clandinin, 1992).
Guiding teachers’ transition from traditional IRE models to more dialogic
approaches can be challenging (Alvermann & Hayes, 1989) Because many teachers have
not experienced classrooms where teachers and students are co-reasoning, facilitating
dialogic discussions may require an epistemological paradigm shift (Reznitskaya &
Wilkinson, 2015). Traditionally, schools have discouraged open discussions (Burbules,
1993), and teachers may not know how to effectively use conversation to lift the level of
learning (Reznitskaya et al., 2009).
Alvermann and Hayes (1989) studied existing patterns of discussions and the
possibility of teachers modifying types of questioning patterns in 7th-12th grade secondary
school in rural Georgia classrooms. The Southern Association of Colleges and Schools
(SACS) determined that the school did not adequately teach basic skills and did not
involve parents. The report suggested an increase of professional development and
community outreach. After six months of intervention and observation, the five teachers
and 25 students who volunteered to participate in the study, still engaged in recitation
classroom discussions (Alvermann & Hayes, 1989).
Despite dialogic book clubs’ proven success in the classroom, teachers are still
hesitant to implement the pedagogy. Commeyras and Degroff (1998) mailed out a
questionnaire survey to 5,100 literacy professionals, including school principals, library
media specialists, reading specialists, K-5 elementary school teachers, and middle and
high school English teachers. The questionnaire was carefully developed with the goal of
collecting data about literacy educators’ interest and experiences with some of the new
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trends in literacy education. Simple descriptive statistics were used to calculate the
forced-choice questions. A computer program was used to code data from open-ended
comments, as well as from questions about race and religion.
Book clubs were one of the trends that were included on the questionnaire. While
75% of the respondents felt book clubs could transform teaching, 67% had never used
them in the classroom. It is interesting to note that nearly half of the participants had
never taken part in an adult book club. This begs the question of what would encourage
teachers to take the leap from interest and belief to actual implementation of new
teaching practices (Commeyras & Degroff, 1998).
Professional development which solely focuses on skills, may not be as effective
as PD which addresses teachers’ prior beliefs. Reznitskaya and Wilkinson (2015)
identified five emerging characteristics of effective PD for implementing dialogic
instruction. PD opportunities should be framed in dialogic inquiry. Teachers should
reflect on video and audio transcripts of class discussions. Dialogic instruction should be
aligned with learning standards and provide students with authentic opportunities for
argument (Reznitskaya & Wilkinson, 2015). While the teachers in the study made
substantial shifts towards dialogic instruction, the authors called for more research to
address the epistemological shift needed for teachers to go from the “sage on the stage”
(Reznitskaya & Wilkinson, 2015; p. 220) to co-reasoners.
Following this line of research, Davies et al., (2017) explored not only how PD
impacted teachers’ questioning styles, but they inquired about teachers’ epistemological
shifts, as well. Students and teachers from three secondary schools in Auckland, New
Zealand from schools with low to mid-level socioeconomic statutes, with diverse student
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populations, were invited to participate in the research. Pre-intervention, teachers were
interviewed, and student discussions were audio and video recorded. Teachers then
attended a full-day workshop on the use of the Quality Talk framework (Quality Talk,
2012) and then taught the framework to their students. Teachers and students then read
transcripts of their interviews and discussions prior to the PD. Finally, teachers were
interviewed, and student discussions were again recorded. Teachers and students, again,
read through transcripts of interviews and discussions.
Results indicated that students asked each other more questions post intervention
[F(2,272) > 3, p < 0.05, d = 0.92]. Additionally, teachers underwent a paradigm shift and
began to understand students' more central role in discussions, as teachers became
facilitators. However, the study did not provide a broad enough perspective on student
beliefs and their evolution (Davies, et al., 2017).
Likewise, Wilkinson et al. (2017) argued that conflicts between dialogic practices
and teachers’ beliefs hinder implementation. Their study analyzed whether professional
development opportunities resulted in epistemological shifts, as well as higher rates of
inquiry dialogue. 13 fifth-grade language arts teachers and their students from a large
suburban school district in Ohio and four urban districts in New Jersey participated in the
research. A single-group pretest-posttest design was used to collect data. Teachers
answered epistemological questions on the Reflective Judgement Interview (King &
Kitchener, 1994), and classroom discussions were recorded prior to the professional
development.
After two workshop days, seven study group meetings, and individual coaching
sessions, two classroom discussions were videotaped, and teachers again responded to the
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Reflective Judgment Interview. Analysis of discussions showed that teachers did shift
towards more dialogic practices. In contrast to Davies’s (2017) research, these teachers
did not change their beliefs. This suggests that there is a complex relationship between
belief and practice and more research is needed to understand how epistemological
beliefs support or detract from teachers’ abilities to shift to best practice (Wilkinson, et
al., 2017).
In 2017, the Learning Policy Institute published a guide to Effective Teacher
Professional Development (Darling-Hammond et al., 2017). After conducting a metaanalysis of 35 methodologically rigorous studies which positively linked teacher
professional learning, teaching practices, and student outcome, seven characteristics of
effective professional development were identified. Such professional development is
“content focused, incorporates active learning, supports collaboration, uses models of
effective practice, provides coaching and expert support, offers feedback and reflection,
and is of sustained duration” (Darling-Hammond, et al., 2017, p. 14).
While these external factors for successful professional learning have been
identified, it is important to understand teachers’ motives for implementing new
programs before designing effective professional development (Abrami et al., 2004).
Many influences on a teacher’s decisions in the classroom have been identified, such as
philosophy of education (Briscoe, 1991), self-efficacy (Ross, 1994), training and ongoing support (Joyce & Showers, 2002), and school climate and culture (Fullan &
Hargreaves, 1997). The report makes no mention of how the expectancy- value theory
might impact teachers’ choices to implement new pedagogy.
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Teacher Self-Efficacy and Expectancy-Value Theory
Administrators are faced with the complex task of helping teachers develop
literacy instructional skills on the job. Self-efficacy (Bandura, 1993) and expectancyvalue theory (Eccles et al., 1984) play a large role in helping teachers take the risks
needed to attempt new instructional practices. Research has attempted to explore how
teachers’ perceptions of value, cost, and success (Carter et al., 2016; Thomas &
Kaufmann, 2013) impacted their motivation to implement new pedagogy (Abrami et al.,
2004; Bostrom & Palm, 2020; Foley, 2011).
Carter et al. (2016) focused on teacher perspective. They attempted to analyze
how expectancy-value theory (Eccles et al., 1984) and self-efficacy (Bandura, 1993)
impacted teachers’ knowledge, attitudes, and beliefs as they evolved over a year of
professional development which focused on strategies for teaching academic vocabulary
in the disciplines (Carter et al., 2016). Research was grounded in the belief that adult
learners best acquire knowledge through experience (Merriam, 2007), critical reflection
(Jarvis, 2001), and collaborative conversations (Johnston-Parsons, 2012; Mezirow, 2000)
within a functional context (Borko, 2004). Four full day workshops which focused on
teaching vocabulary strategies within the disciplines were designed with many
opportunities for collaborating with colleagues as the participants developed lesson plans
which used the new methodology.
To explore the research questions, data collection included surveys and
observations were conducted with the 25 participants. Entry and exit open-ended surveys
focused on the evolution of teachers’ self- reported knowledge, practice, and beliefs over
the course of the professional development and implementation. Additionally, individual
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teachers’ lessons were observed two to four times over the course of the year. The
researchers met with the teachers after each lesson to debrief, clarify conclusions, and
prepare future lessons. After data was coded for themes, the beliefs, and practices of three
teachers were further analyzed. The majority of participants reported that they had found
the professional developments helpful. However, the individual experiences of the
teachers varied. Overall, most reported a boost in confidence in knowledge and abilities
related to vocabulary strategy instruction in the disciplines (Carter, et al., 2016).
One participant in particular, Molly, did not implement many of the new skills.
While she had been teaching for eight years, this was her first year AP Government. Her
entry survey comments reflected her lack of self-efficacy with regards to implementing
high quality academic vocabulary lessons. Additionally, she had family obligations and
was involved in a major school initiative. Her goal was “to be better about purposeful
vocabulary instruction” (Carter, et al., p. 6), rather than selecting a goal which directly
related to her content and students. This seems to correlate with the idea that teachers
with less self-efficacy are less enthusiastic about professional development opportunities
(Scribner, 1999). Analysis of self-reported entry and exit surveys and observations of
Molly over the course of the year reported few significant changes in her beliefs and
practices, despite having attended four days of professional development. Additionally,
she was one of the few participants who did not return for another year of professional
development. Researchers hypothesized that lack of self-efficacy and confidence played a
negative role in her enthusiasm for, engagement with, and, ultimately, satisfaction with
implementing the professional development strategies (Carter, et al., 2016). Therefore,
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self-efficacy has the potential to impact a teacher’s perspective and implementation of
professional development opportunities.
In a similar study, twenty science teachers from two Title I elementary schools in
Southeastern US states enrolled in a study which focused on the motivational aspects
related to professional development. Researchers framed their interviews within the
expectancy-value theory and conducted interviews to explore the relationship between
motivational involvement in professional development programs, teachers’ beliefs about
teaching elementary school science, and their reports of implementing the PD elements in
their classroom practices (Thomson & Kaufmann, 2013).
After interview data was organized, coded, and interpreted using the content
analysis technique, themes of beliefs, relevance, and supports emerged. As in the
previous study (Carter, et al., 2016), teachers’ self-efficacy beliefs and pedagogical
content knowledge were directly related to their motivation to attend the science PD.
While the workshop experiences increased teachers’ self- efficacy for teaching science,
only upper grade teachers found that they would be able to realistically implement the
experiments in their lessons. Furthermore, many teachers did not feel that the PD
suggestions would be supported by their administrators who did not view science as a
priority. This means that while science PD did increase teachers’ levels of self- efficacy,
beliefs about the expected challenges negatively impacted implementation (Carter, et al.,
2016; Thomson & Kaufmann, 2013).
In an attempt to explore the reasons why teachers vary in their implementation of
Cooperative Learning (CL), Abrami et al. (2004) administered the Cooperative Learning
Implementation Questionnaire (CLIQ) to a sample of 1031 teachers from metropolitan
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schools in Montreal, Quebec, Canada. The sample included 745 primary school grade
teachers from 247 secondary schools, 19 from social affairs schools, and 11 from adult
education/ vocational schools from the same school board. 98 respondents were
eliminated due to incomplete or unreadable responses.
Abrami et al. (2004) hypothesized that expectancy-value theory can be used as a
framework to understand how teachers’ beliefs, specifically related to expectancy, value,
and cost explain teacher implementation of and persistence with implementing CL.
Therefore, the 48 items on the cooperative learning implementation questionnaire (CLIQ)
were categorized into the three motivational categories of perceived value of the
innovation, expectancy of success, and perceived cost.
The CLIQ questionnaire was presented during staff meetings. Principal axis
factoring with varimax rotation was used to examine the factor loadings of the 48 times.
The nine factors extracted explained 41.32% of the variance, with the first four
explaining most (83%) of the variance. The first factor, which was a value factor, rated
the highest. Next was a cost factor, and the third and fourth were expectancy factors.
Cronbach’s alpha was used to test internal consistency. All three factors rated highly.
Value was 0.74, expectancy was 0.86, and cost was 0.87. The 48 belief predictors and the
eight demographic and instructional characteristic predictors significantly explained
almost 50% of the variance in CL us [R2 = 0.491, F (58, 874) = 14.51, P < 0.001].
Expectations of success, value of implementation, and cost perceptions accounted
for 42.3% of the variance in the degree to which teachers used CL in the classroom.
Expectancy of success accounted for the most variance between teachers who used CL
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and teachers who did not. This leaves the question of how to boost teachers’ expectancy
of success.
Similarly, Foley (2011) built on Abrami et al.’s (2004) research. She used the
CLIQ to survey general and special educators in grades K-3 from a state in the Rocky
Mountain West to gain an understanding of how teacher expectancies and self-efficacy
impacted implementation of comprehension strategy instruction (CSI) in the primary
grades (Foley, 2011). Of the 400 surveys which were randomly sent out, 197 were
returned. The survey categorized thirty-four items into the three main components of
expectancy-value theory: value, expectancy, and cost. Items were rated on a five-point
Likert scale (1 = strongly disagree to 5 = strongly agree.)
Cronbach’s alpha rated the survey’s reliability as .90. The expectancy section had
an alpha of .794, value was .785, and cost was .564. Means for using prior knowledge,
predicting, questioning/clarifying, reorganizing text, summarizing, stating a purpose, text
structures, fix-up strategies, and scaffolding were over 4.00 (SD < 1). Thirty-two percent
of participants reported using strategies more often than weekly and 52% used CSI more
than twice a week.
Two multiple regression analyses from the data were used to analyze the
relationship between belief items and implementation items. School support, expectancy,
and value significantly predicted implementation of specific strategies, with an effect size
of 𝑟 2 = .26. The regression equation was significant, R2 = 26, adjusted R2 =.24, F (4,157)
= 13.28, p < .01.
A second multiple regressions showed that recent Master’s degrees, grade level,
years in education, expectancy, and value significantly predicted implementation of CSI,
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with a regression of R2 =.43 and adjusted R2 =.39, p < .01. This study demonstrated the
correlation between teachers’ expectancy-value of CSI and their motivation to implement
it. Foley’s research (2011) corroborated Abrami et al.’s findings (2004). Teachers who
valued CSI were more likely to successfully implement them in their instruction. Foley
also discovered that school support was specifically correlated with higher values of selfefficacy, which ultimately result in successfully implementation of strategy instruction.
The researcher ended with a call to explore how schools can raise teacher selfefficacy and expectancy-value with more support. The survey developed for this study
can be used to identify candidates for supportive professional development opportunities.
The confidence that teachers receive from ongoing training can predict motivation to
implement best practice (Foley, 2011).
By the same token, Bostrom and Palm (2020) sought to determine if there is a
relationship between expectancy-value theory and changes in teachers’ practice,
specifically after professional development opportunities. The researchers analyzed how
a randomized selection of year-4 and year-7 Swedish mathematics teachers’ expectancies
of success and value impacted their implementation of new pedagogy following two
professional development programs. Teachers responded to pre- and post-intervention
questionnaires and interviews about their expectancy and value beliefs. Teachers who had
high expectancy and value beliefs and foresaw moderate costs were more motivated to
implement new pedagogy. These results point towards the value of using expectancyvalue theory to develop PD and understand the conditions required for adult learners.
Bostrom and Palm (2020) end with a call to researchers to continue studying how
expectancy-value theory can help support teachers as they learn new pedagogy.
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CHAPTER 3: METHODS
Narrative inquiry is “the narrative structure through which people understand and
describe the relationship among the events and choices in their lives'' (Polkinghorne,
1995, p. 7). The present study is a narrative inquiry in which the researcher and
participants will collaboratively tell and retell the stories (Connelly & Clandinin, 2006) of
how teachers make curriculum and pedagogical decisions for their students. These
teachers have experienced the story of dialogic discussion implementation, and I
described, collected, and told the stories to write “narratives of experience” (Connelly &
Clandinin, 1988, p. 1). This narrative inquiry restoried the data within the problemsolution narrative structure to understand how teachers problem solved curriculum and
student challenges throughout the implementation of dialogic discussions. I used the
narrative inquiry methodology to learn about how expectancy-value and self-efficacy
theories impacted the dialogic discussion experiences of teachers. This intimate
understanding of how teachers navigate dialogic discussions can then be used to develop
professional learning opportunities which provide strategies to help boost teachers’ sense
of competence during challenging moments.
Narrative inquiry is a method of collecting data about lived experiences (Connelly
& Clandinin, 2006). Researchers collect stories and analyze them as data to inform their
research using either the three-dimensional space approach or the problem-solution
narrative structure. The focus of the three-dimensional space approach is a social and
interactive analysis of the three dimensions of personal and social interactions,
temporality of experiences, and situation or context (Ollerenshaw & Creswell, 2002).
This approach allows researchers to analyze how different social groups interact with
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each other and amongst themselves. However, the problem- solution narrative structure
ties together events within the chronological timeline of a plot. The narrative elements of
conflict, action, and resolution (Carter, 1993) provided a framework to analyze how task
value and self-concept beliefs impacted teachers’ responses to new and challenging
pedagogy. This enabled me to explore teachers’ motivational factors that developed
confidence and helped them feel comfortable giving students the space needed to
facilitate dialogic discussions, which have been identified as an effective pedagogy
(Anderson et al., 2001; Boardman et al., 2017; Burbules, 1993; Chinn et al., 2001; Corrin
et al., 2008; Fisher & Frey, 2020; Greenleaf et al., 2001; Langer, 2001; Mercer &
Littleton, 2007; Mezirow, 2000; Nystrand, 1997; Nystrand & Gamoran, 1991; Raphael,
1991; Reznitskaya & Anderson, 2002; Reznitskaya et al., 2009; Rosenshine & Meister,
1994; Soter et al., 2008; Wells, 2007). Ultimately, this window into teachers’ experiences
will help guide future PD opportunities.
I have chosen to use the problem-solution structure to restory these stories, or
field texts (Clandinin, 1992). Viewing these events within the elements of a story
highlighted the conflict, action, and resolution process that teachers experienced when
implementing book clubs (Carter, 1993). The peripheral elements of time, place, and
sociality in the three- dimensional space approach can provide context for teachers’
reactions to challenges (Connelly & Clandinin, 1990). However, it is the chronology of
events that allowed me to develop a cohesive narrative that provided a glimpse of the
problem-solution process that is part of authentic classroom experiences (Cortazzi, 1993).
A story arc, which is focused on developing a conflict and its resolution, will provide a
framework to tell how teachers problem-solved through challenging moments.
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Teachers need to figure out how to make sense of their out-of-classroom ideals
within their classrooms (Connelly & Clandinin, 1988). The out-of-classroom place,
where standards and prescribed curricula are mandated, is in conflict with the inclassroom place where the curricula come alive (Craig, 2011). It is in the classroom
where the conflict develops, as teachers struggle to match curricula mandates with learner
needs (Connelly & Clandinin, 1988).
Expectancy-value theory (Eccles et al., 1984) and self-efficacy (Bandura, 1993)
can play a central role as teachers theorize about whether facilitating the new pedagogy
of dialogic instruction can benefit their students. If teachers find the task of facilitating
dialogic discussions to be challenging and out of their comfort zone, they may conduct a
task value analysis to project whether or not they think their efforts will result in student
success. This narrative inquiry will restory teachers’ dialogic discussion experiences for
moments of conflict and if and how they were resolved. This study will explore how
teachers responded when incorporating dialogic discussion discussions, which is a
potentially rewarding but unfamiliar pedagogy. How do their perceptions of value and
cost impact their decisions in the classroom? What happens when in-classroom and outof-classroom spaces clash in moments of dissonance?
Effective professional development “acknowledges the contextual nature of the
teacher’s knowledge” (Clandinin, 1992, p. 125), and it is in these moments of conflict
that teacher knowledge is created. These narratives, which will tell the stories of how
teachers facilitate dialogic discussion, can then guide teacher trainers as they develop
professional development opportunities based on teacher knowledge and lived
experience.
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Research Questions
The purpose of this narrative inquiry is to investigate how the experiences of
teachers experimenting with dialogic instruction can help develop more supportive
professional learning opportunities. The driving question for the study is as follows:
● How can middle school teachers’ experiences navigating obstacles during
dialogic discussions inform the advancement of professional development
opportunities?
I will seek to further refine the lens of the study through the following subquestions:
● How does value impact a teacher’s ability to take risks and problem solve
through challenges?
● What factors impact a teacher’s sense of self-efficacy when implementing
dialogic instruction?
Trustworthiness and Validity
While the strength of a quantitative study is measured by its reliability and
validity, trustworthiness can strengthen qualitative research (Tierney & Clemens, 2011).
Researchers have developed four types of validity which can be analyzed within
qualitative research. They are: (1) descriptive validity; (2) interpretive validity; (3)
theoretical validity; and (4) internal validity. Descriptive validity is the factual accuracy
of the stories told by the researcher. Interpretive validity is the degree of accuracy in the
portrayal of the participants’ experiences and perspectives. Theoretical validity is related
to the quality of the relationship between the data and the theory (Johnson, 1997).
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Internal validity refers to the quality of the causal relationship between the independent
and dependent variables (Cook & Campbell, 1979).
I asked the interviewees to engage in participant feedback, or member checking
(Lincoln & Guba, 1985), once the data had been restoried. Interpretive validity requires
the researcher to see the world through the lens of the participants. Asking for
corroboration from those whose lives are being narrated increased the validity of the
interpretations (Johnson, 1997). Another method for increasing interpretive validity was
using lowest inference descriptors, such as quoting verbatim. Allowing the participants’
words to speak for themselves more accurately portrayed their emotions and experiences
(Johnson, 1997).
Theoretical validity can be strengthened by theory triangulation (Denzin, 1989). I
will explore how various theories can explain the phenomena behind teachers’
experiences in challenging moments. Testing out various theories helped me see the data
through different lenses and allowed me to identify a theory with the strongest connection
to the data (Johnson, 1997). Additionally, I engaged in peer review to give me an
opportunity to explore the data from various angles to uncover issues with my analysis. I
then went back to the participants and collected additional data to resolve problems and
confirm theories (Johnson, 1997).
Similarly, internal validity measures the causal relationship between independent
and dependent clauses. When the researcher takes on the role of a detective, she can
search for the clues which identify true causes of a phenomenon (Johnson, 1997). I
constructed interview questions which explored rival explanations for teachers’ decisions
to obstacles during dialogic discussion implementation. Giving participants the space to
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see the problems from various perspectives helped identify multiple reasons for their
decisions and helped develop strong causal relationships to identify what really drives
their decisions in the classroom.
Methods triangulation can further strengthen the validity of a qualitative study.
Interweaving different methods of research will allow for the strengths of one method to
support the weaknesses of another (Brewer & Hunter, 1989). Therefore, I used
interviews, which allowed me to hear the experiences of the teachers. Then, I collected
teachers’ lesson plans, lesson artifacts, and reflections as field notes. This gave me a
window into teachers’ perspective during lesson plan development and implementation.
Additionally, I triangulated data by conducting multiple interviews with teachers,
as well as interviewed an instructional coach. Interviewing the coach allowed me to see
the dialogic discussion implementation process from a more objective perspective. Using
multiple interviews gave me an opportunity to corroborate the data to ensure internal
validity. Gathering rich information from various sources at multiple intervals provides a
more complete picture and understanding of the phenomenon (Johnson, 1997).
Reflexivity
Historically, objectivity has been a mark of quality research (Lichtman, 2012). In
reality, it is impossible for any human being to be truly objective (Breuer et al., 2002).
Furthermore, the qualitative researcher is the “filter through which data are collected,
organized, and interpreted” (Lichtman, 2012). Inevitably, all data will be viewed through
the biased lens of the researcher. The bias is there and must be recognized and addressed
through “interpretation and systematic reflection” (Holloway, 2011, p. 113). Researcher
bias can pose a threat to validity because of the open-ended nature of qualitative research.
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This can result in selective observation. recording of data, and ultimately skew data
interpretation (Johnson, 1997).
To combat this bias, I maintained a heightened sense of awareness (Gilgun,
2011). That is done through reflexivity. Reflexivity is the act of paying attention to the
way personal objectivity affects a researcher’s interpretations of research (Boudrieu,
1992). The four elements I must consider are the author, the other, the text, and the world
(Macbeth, 2001). I reflected on how each element affected the lens through which I
viewed and made sense of the participants and the observations. Once the role of self is
acknowledged, “the researchers are able to sort through biases” (Lichtman, 2012) and
how they affect interpretations. This self-exposure allows both the reader and I to face the
author’s subjectivity and take that into account when formulating an understanding of the
meaning of the data.
Russell and Kelly (2002) identify reflexivity as a self-examination process based
upon the researcher’s thoughts and actions. Having spent over five years guiding
teachers, I am intimately involved in the world of coaching. I have spent countless hours
gently guiding experienced and novice educators as they experiment with new pedagogy.
These interactions have made an indelible imprint on my subconscious biases. I often
anticipate teachers’ responses during conversations, and, without reflexivity, my
preconceived expectations could have impacted my restorying process.
To ensure that I remained conscious about how my presence impacts the research
(Breuer et al., 2002), I used a reflexivity journal to reflect on my assumptions after
conducting each interview (Ahern, 1999). This constant reflexivity not only helped me
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process my own perspective but gave me the opportunity to develop the questions needed
to recognize the stories of others (Pillow, 2003).
Researcher-Participant Relationship
My colleagues and I will be entering a new relationship of a researcher and
participant. It is impossible to remain aloof during the narrative-inquiry process (Kim,
2016). As a researcher, I was simply interviewing and recording, but I created a
“collaborative document” together with my participants, or co-researchers (Connelly &
Clandinin, 1990, p. 12). Narrative inquiry, not only requires, but fosters an evolving and
intimate relationship between interviewer and interviewee (Kim, 2016). Embracing my
role of co-researcher, instead of an authoritative researcher, is a demonstration of
trustworthiness and rigor (Pinnegar & Daynes, 2007).
Vulnerability is a necessary part of the researcher-participant relationship
(Tierney, 1998). I have been working with my potential participants for so long that they
are comfortable opening up to me. We have already developed the trusting, respectful
relationship needed to co-construct a narrative (Kim, 2016).
Prior to interviewing, I acknowledged that entering this new phase of our
relationship would be tricky. I was interviewing close colleagues, who trust me, and it is
especially important to constantly self-reflex to maintain a balance between friendship
and research (Mahoney, 2007). I did not want to take advantage of vulnerable
relationships and needed to take extra precautions to maintain ethical principles. At the
heart of an ethical relationship is genuine respect for the humanity of my participants
(Josselson, 2007). I created a safe space by sharing with my participants how their
experiences could potentially make a difference in supporting other teachers (Kim, 2016).
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This shared purpose and passion can create a sense of interconnectedness as we coconstruct meaningful stories (Munro Hendry, 2007).
I followed Mahoney’s (2007) recommendation of keeping a self-reflexive
fieldwork journal. I used a reflexivity journal to constantly reflect on my own
assumptions and how they are impacting my perspective as I co-construct the narrative
(Mahoney, 2007). Constant reflection helped differentiate between my voice and those of
my co-researchers (Mahoney, 2007). The narrative inquiry construction process is filled
with many moments of ethical decisions. Each dilemma presents its own sensitivity,
judgement, and reflexivity (Zylinska, 2005). This constant ethical judgement, or
phronesis, required me to constantly reflect on how to act wisely and appropriately during
each ethical dilemma (Kim, 2016). Phronesis is developed through constantly engaging
in reflection and reflexivity. Reflexively reflecting meant that I will be constantly
thinking about how my role and my perspectives are shaping the narrative (Kim, 2016).
Journaling my reflections and observations gave me the space to be transparent and
reflexive throughout the process.
Sample Recruitment
This study was conducted within two parochial day schools, one in a
Southwestern United States city (the Jewish Academy) and the other in an urban
Northeastern city (Beth Jacob). I am friendly with teachers in both schools, and this was
an opportunity to gain an understanding of how my peers view dialogic instruction, so I
can develop more effective training opportunities. Additionally, I recruited one
instructional coach to provide a different perspective about the dialogic implementation
process.
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This purposeful sampling of middle school teachers and an instructional coach
helped me “discover, understand, and gain insight” (Merriam, 2009, p. 77) into a
sampling who was able to provide a detailed description of teachers’ experiences trialing
dialogic discussions in the classroom. Hence, I invited the teachers with whom I have
collaborated to be interviewed for this narrative inquiry. These educators have struggled
with implementation of dialogic discussions and interviewing them opened a window
into their experiences navigating difficult moments. Their experiences helped me
understand what drives their choices in the classroom, and that insight can help teacher
trainers develop more supportive coaching opportunities.
While there is no consensus among qualitative theorists about what constitutes an
optimal sample size, I interviewed a suitable sample size of six participants (Beitin,
2012). It is the quality, not the quantity, of the interviews that matters (Kvale, 1996). The
goal was to gather enough data to provide the richness and depth that was needed for
analysis (Kim, 2016). When new interviews did not yield any new insights, but rather
confirmed existing data, I reached a point of saturation. However, it is important to be
transparent about the possibility that saturation may never be achieved (Kim, 2016). This
is a potential limitation of qualitative research and will suggest a need for further
exploration.
The varying degrees of training and experience allowed for an opportunity to
explore how expectancy-value theory and self-efficacy impact teachers’ pedagogical
decisions at different points in their careers.
I sent an email to my peers which explained the value of the study, clarified that
this was a volunteer-based opportunity, detailed the process, and asked them to consent to
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voluntarily participate in the study (see appendix A). Additionally, I emailed them a
letter detailing the interview process and their right to confidentiality (see appendix B).
Population
The Jewish Academy (pseudonym) is located in the center of a city and attracts
mainly students from the surrounding urban areas. The school’s reading program is
aligned with Common Core State Standards; however, the curriculum is developed within
the school by the Educational Director along with the ELA teachers. A convenience
sample of one English Language Arts teacher (n = 2), one Talmud teacher, and one math
teacher (n= 1) were invited to participate. One Talmud teacher (n = 1) and one math
teacher (n = 1) agreed to participate in this study.
The Jewish Academy serves grades Kindergarten through eighth grade boys and
girls, in gender-based classes, who are from a predominantly Orthodox Jewish
population. However, this study was conducted within the middle school, only.
Enrollment in grades six through eight in the 2020-2021 year consisted of 81 students,
52% female (n=42) and 48% male (n=39). While the population of the school is
predominantly Caucasian, exact demographic numbers were not accessible for the
researcher. Students are assessed three times a year in reading comprehension and math
with MAP, a computer-based standardized reading test. MAP measures students’ reading
comprehension and decoding abilities along the staircase of complexity mapped out in
the Common Core State Standards. Percentiles are based on nationally normed
percentiles. However, the most recent data was not available at the time of the study.
Beth Jacob (pseudonym) is located on the border of the city and attracts students
from the nearby suburbs, as well as the city. Many of the students are not proficient
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readers, with 62% (n = 276) scoring below the 50 percentiles, as assessed by the
Standardized Test for the Assessment of Reading (STAR), which is created by
Renaissance. The school’s reading program is aligned with Common Core State
Standards; however, the curriculum is developed within the school by the Educational
Director along with ELA teachers. All the teachers in the English Language Arts
department were invited to participate in the study. One sixth grade teacher (n = 1) and
two seventh grade teachers (n= 2) agreed to participate.
Beth Jacob serves sixth through eighth grade girls who are from a predominantly
Orthodox Jewish population. Enrollment at Beth Jacob for the 2019-2020 year comprised
of 443 students (100% female). While the population of the school is predominantly
Caucasian, exact demographic numbers were not accessible for the researcher. The
school does not administer the New York State ELA exam. However, students are
assessed in reading comprehension with STAR by Renaissance, a computer-based
standardized reading test. STAR measures students’ reading comprehension and
decoding abilities along the staircase of complexity mapped out in the Common Core
State Standards. Percentiles are based on nationally normed percentiles. As of January
2020, 38% of students (n = 166) were in the 50% percentile or above in reading.
I reached out to a colleague, Ms. Hannah, who works for a national educational
support agency as a literacy coach in a large, urban Northeastern city. The agency
provides professional development services for educators through funding via Title
money allocated in Every Student Succeeds Act. Ms. Hannah supports principals and
second through sixth grade teachers in Orthodox Jewish Parochial schools throughout the
city. The schools ranged in levels of religious observance, but all are single gender
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schools, servicing either boys or girls. Some of the schools she works in serve English
Language Learners, as well. She volunteered to be interviewed, as well.
Participants
A Portrait of Ms. Bella. Ms. Bella is a 21-year-old recent college graduate who
has been teaching for the past three years. She has a BA in psychology and just
completed her Masters’ degree in Childhood Education. Ms. Bella teaches sixth grade
English Language Arts to about seventy girls in three parallel classes. She is very serious
about ensuring that her students are receiving a high-quality education and spends a lot of
time researching best practices.
During her three years experimenting with book clubs, she has developed an
appreciation for the method and invested a lot of effort into ensuring that this year her
students would have the tools to engage in authentic, dialogic discussions. After problemsolving through issues that had come up in previous years, she felt like this is the first
year that she had authentically facilitating book clubs.
A Portrait of Ms. Sharon. Ms. Sharon is a 45-year-old mother of eight, who
returned to teaching after over twenty years as a full-time mom. She entered the field of
education close to four years ago as a means of offsetting her daughters’ Parochial school
tuition. While she is relatively new to the field, Ms. Sharon has had many years of
experience educating her own large family. She is very passionate about raising welladjusted and independent children and brings that passion with her to the classroom.
While Ms. Sharon has no higher education, she did attend a week-long summer
institute at the Teachers College Reading and Writing Project. In addition, she is always
looking to learn and takes many professional development courses.
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Ms. Sharon taught sixth grade English Language Arts, Science, and Social Studies
for one year. She then began teaching a seventh grade Ethics class. In addition, she is a
middle school permanent substitute and supports students who need extra support in
reading and writing. As a relatively new teacher, Ms. Sharon is still experimenting with
facilitating dialogic discussions.
A Portrait of Rabbi Myerson. Rabbi Myerson is a mid-career educator in his
upper thirties. He has earned a Master’s in Education in 2009 and began teaching Judaic
studies to fifth grade boys soon after. Two years later, he moved up to the seventh grade
and has been in that position for the past seven years. During that time, he acted as
assistant principal for two or three years. After he stepped down from his administrative
position, he began teaching middle school science.
Rabbi Myerson is the one member of this study who spent much of his school
career engaging in dialogic discussions. He has been studying and dialogically discussing
the Talmud since he was a junior high student himself. By the time Rabbi Myerson began
his teaching career, he was very familiar with and greatly valued the methodology.
Hence, most of the Judaic subjects Rabbi Myerson teaches revolve around text-based
discussions, which are grounded in the Talmud. He focuses his classes on modeling and
facilitating dialogic discussions.
A Portrait of Mr. Solomon. Mr. Solomon is a middle-aged father who entered
the field of education sixteen year ago when he was diagnosed with cancer in his midthirties. In his first teaching position, he taught literacy to at-risk youth. He then moved
into middle school and then into a high school for at-risk incarcerated girls. He continued
his work with underprivileged youth at a credit recovery organization, which helped
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struggling students earn enough credits to graduate from high school. After becoming a
lead teacher, he transitioned into an English position at a parochial middle school. He is
currently filling the school’s need for middle school math.
Mr. Solomon first experienced dialogic discussions as a college student. Once he
became an English teacher, he remembered those first haphazard dialogic experiences
and tried using them to liven up his classes. His “wing and prayer type” of
experimentation with the methodology was so successful that his classes had waiting
lists. Sixteen years later, Mr. Solomon is still using the methodology, although, this time
it is with his middle school math students.
A Portrait of Ms. Mandy. Ms. Mandy is 35-year-old literacy interventionist and
seventh grade teacher, has a BA in Liberal Arts and an MS in Special and General
Education. She began her teaching career while still in school assisting and, even
teaching, a range of ages from kindergarten through eighth grade. Upon completing her
degree in 2007, she worked as a special education itinerant teacher supporting early
childhood students. Three years ago, Ms. Mandy began her current position as reading
interventionist and supports middle school students with literacy skills, both in and out of
the classroom. This year, due to a staffing shortage, she has agreed to teach two periods
of English Language Arts. One of her classes is a general education class and the other is
a smaller class for students who need more individualized support.
Since Ms. Mandy is a special education teacher who often supports struggling
students in the classroom, other teachers look to her for guidance. This has put her in the
unique position of an unofficial teacher coach. She is viewed by the other teachers as one
of the crew, but they see how successful she is with reaching more challenging students,
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and they often turn to her for advice. Ms. Mandy is able to use the dialogic discussion
skills she has gained from her facilitating discussions in the classroom and from a weeklong summer institute at Teachers College Reading and Writing Project to help her peers
navigate dialogic discussions. Interviewing Ms. Mandy gave me insights both into the
teacher and coaching experience.
Between our first interview and last, Ms. Mandy was recognized for her coaching
abilities and was recently promoted to Director of Student Services for the upcoming
school year.
A Portrait of Ms. Hannah. Ms. Hannah is a 35-year-old Certified Special
Education teacher who worked as an intermediate grade teacher in the third and fourth
grades for ten years before becoming a literacy coach. She is contracted by a large
Northeastern ESSA title-funded agency to support teachers as they learn best literacy
practices. While Ms. Hannah mainly works with Parochial Jewish schools, they range
from Ultra-Orthodox all-boys schools to Modern Orthodox all-girls, to schools where
most of the students are English Language Learners. Each school has its own culture,
expectations, and challenges.
During Ms. Hannah’s second year of teaching, one the professors in her Special
Education Master’s program introduced her to dialogic discussions. She immediately saw
the value in the methodology and began trying it, sometimes unsuccessfully, in her
classroom. In her current position, she remembers those early days of trial and error and
tries to give her teachers the support she never got.
Table 1 shows the teachers’ varying levels of teacher training and experience in
the classroom.
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Table 1
Level of Experience for Teachers
Pseudonym

Ms. Mandy

Level of Education Completed

BS Liberal Arts
MS

Special

and

Number of
Years
Teaching

14 years

Number of
years
facilitating
dialogic
discussions
3 years

9 Years

9 Years

4 Years

4 Years

16 Years

16 Years

3 Years

3 Years

General

Education
Certified

Special

Education

Teacher
Rabbi Myerson Bachelors of Talmudic Law
MS Education
Ms. Sharon

High School Diploma
Some College

Mr. Solomon

BA Public Relations
MS Reading and Literacy

Ms. Hannah

BS Psychology
MS

Special

and

General

Education
Certified

Special

Education

Teacher
Experimenting with a New Pedagogy: Dialogic Instruction
The present narrative inquiry was designed to explore how teachers’ expectancy,
value, and cost beliefs impacted their choices, persistence, and performance when
facilitating dialogic instruction. Dialogic instruction involves discussions of at least three
people for at least 30 seconds (Fisher & Frey, 2020). These discussions provide students
with opportunities to clarify their thinking, as they engage in text-based, sometimes,
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argumentative discussions (Fisher & Frey, 2020). The following section provides a brief
description of the types of discussions which the teachers might facilitate.
Learning Environment
Teachers and students in both schools are mostly familiar with frontal teaching
and Initiation-Response-Evaluation (IRE) style-lessons. Teachers lecture in front of the
room and students participate by raising their hands and taking notes. More recently,
teachers at Beth Jacob have begun to implement workshop-style teaching, where they
frontal teach for about ten minutes in the beginning of lesson and then give students
space for collaborative discussions. The teachers at the Jewish Academy have had more
experience taking that step back to allow for more student-led dialogic discussions.
At Beth Jacob, teachers have used strategies such as book clubs, novel studies,
and multi-media texts to encourage discussion. Book clubs are loosely grounded in the
principles of Calkin’s and Ehrenworth (2017) workshop method for middle schoolers.
Students were given opportunities for choice, time to read, and explicit reading
instruction (Calkins & Ehrenworth, 2017). Groups of three or four students chose similar
books to read and discuss.
While teachers at Beth Jacob have used more structured book clubs in the past, I
interviewed them about any classroom dialogic discussion experiences they have had. I
used Fisher and Frey’s (2020) definition of discussions as conversations between three or
more students for more than 30 seconds to identify those moments. Ms. Mandy and Ms.
Bella used Beers and Probst’s (2017) Book, Head, Heart (BHH) framework to prompt
students. These prompts are: (a) What surprised me? (b) What challenged, changed, or
confirmed my thinking? and (C) What do I predict will happen next? (Beers & Probst,
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2017). Ms. Sharon used various forms of media, such as videos, pictures, and texts, to
inspire dialogic conversations among her students or between her students and herself.
Teachers in the Jewish Academy have been using a more informal version of
dialogic discussions. They encourage students to engage in dialogic discussions as often
as possible. Dialogic conversations in Rabbi Myerson’s classes are specifically designed
to unpack a Talmudic text. Rabbi Myerson first lectures and explains a page in the
Talmud, and then students continue analyzing along with a study partner. Additionally,
Rabbi Myerson engages in dialogic discussions throughout the class, whenever a point
needs clarification.
Mr. Solomon is a math teacher the Jewish Academy. However, he first began
trialing dialogic discussions in his work with at-risk youth at previous schools. His
version of dialogic discussions involves either full-class text-based conversations or small
group discussions. Now, as a math teacher, Mr. Solomon encourages his middle school
students to engage in dialogic conversations as they solve math problems.
Data Collection: Problem-Solution Narrative Inquiry
When conducting a narrative inquiry, it is essential for both the “researcherstoryteller” (Barone, 2007, p. 468, as cited in Kim, 2016) and the participant to think
narratively (Kim, 2016). Narrative thinking is the skillful process of reflecting on
experiences to form stories, which answer who, what, how, and why (Robinson &
Hawpe, 1986). This process of analyzing causal relationships between past events can
help researchers predict what actions can impact future events (Polkinghorne, 2010).
Hence, narratively thinking about teachers’ stories of experimenting with dialogic
instruction can help guide future implementations.
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Therefore, it was important to guide participants through the narrative thinking
process as they relayed stories out of their experiences and challenges during the data
collection process. The three steps to narrative thinking are narrative schema, prior
knowledge and experiences, and various cognitive strategies (Robinson & Hawpe, 1986).
Narrative schema organizes the storytellers’ prior knowledge and experiences within a
storytelling structure (Kim, 2016). Questions such as, “what happened?, to whom?, and
why?,” (Kim, 2016, p. 156) were used to guide teachers to think narratively about their
experiences implementing dialogic discussions. Finally, as a “researcher-storyteller”, I
guided my participants to consciously use the cognitive skills of inferring and revising
past knowledge and experiences to identify relevant details which form a story (Kim,
2016). The principles of narrative thinking enhanced the data collection methods of
interviews and collecting data (Kim, 2016).
Data sources consisted of: (a) digital recordings of two virtual one-on-one teacher
interviews; (b) transcriptions of digital recordings of two virtual one-on-one teacher
interviews; (c) teachers’ written lesson plans, lesson artifacts, and reflections of the
dialogic lessons; (d) digital recordings of two interviews with an instructional coach
Interviews
Interviews are the most popular method of qualitative data collection, especially
for narrative inquiry (Kim, 2016). When trying to understand the human experience,
interviews with individuals provided a wealth of information (Gubrium et al., 2012).
Therefore, it was essential that, as the interviewer, I was skilled at asking questions which
resulted in generating the stories that informed the research questions (Kim, 2016). I was
conscious to humbly enter the researcher-participant relationship as a “knowledge seeker
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and [see my] interviewee is the knowledge holder” (Kim, 2016, p. 157). The ethics
process, which focused on respect for human beings, ensured the dignity of each
interviewee (Kim, 2016).
Marzano’s principles of confidentiality, individual autonomy, and beneficence
(2012) were used to guard the dignity of participants. Before conducting interviews,
participants were provided with important information about the study, identifying the
purpose, duration, and methods of research. Possible risks and benefits were be shared,
and participants understood that they had the right to withdraw at any time with no
penalty (see appendix C) (Kim, 2016). A number of methods ensured the confidentiality
of participants. Pseudonyms replaced actual names and all specific details were removed,
(Kim, 2016).
The three types of qualitative interviews are structured, semi-structured, and
unstructured (Kim, 2016). The level of researcher control over the process and content
differentiates between these three types of interviews (Corbin & Morse, 2003; Fontana &
Frey, 1998). The researcher prepares a predetermined set of inflexible questions for the
structured interview. The two less structured interview methods are recommended for
narrative researchers (Kim, 2016). Semi-structured interviews are guided by a general set
of prepared questions, but interviewers remain flexible and will expand their questions as
the “guided conversation” unfolds (Morse, 2012, p. 194). Finally, in an unstructured
interview, commonly referred to as narrative interviews, the researcher comes prepared to
actively listen to the interviewee (Kim, 2016). The interviewee is in total control of the
conversation, as the interviewer actively listens and asks gently probing for clarification
(Kim, 2016). Both semi-structured and unstructured interviews may turn out very
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differently than the researcher had originally planned. It is in these tangential moments
where a trusting rapport between the researcher and participant develops and unexpected
and enlightening data is produced (Riessman, 2012).
In-depth interviews (Lichtman, 2012) were conducted like purposeful
conversations (Berg, 2009). I have been working with the potential participants for a
number of years and have a strong rapport with them. We have had many informal
conversations about dialogic discussions, as I collaborated with them over the years. The
fact that I have already established trust and rapport with the potential interviewees can
be an advantage. Social interactions, which rely on a trusting and open relationship, are
what enabled me to collect rich data (Kim, 2016). The trustworthy relationships that I
have already established with my proposed participants allowed me to elicit meaningful
stories (Kim, 2016).
Yet, it was essential to keep in mind that when the researcher-participant
relationship is too close, it can result in greater bias (Goudy & Potter, 1975). Even though
rapport had already been established, I needed to renegotiate my relationship with
colleagues to develop the just-right researcher-participant level of rapport needed to
generate meaningful data (Grinyer & Thomas, 2012). Most importantly, the level of
dignity and respect with which I interacted with my participants determined the richness
of my data (Kim, 2016). I built on our trusting relationship with more of a conversation
rather than a question-answer session.
Synchronous, preplanned computer recorded interviews were conducted with
teacher participants via Zoom, due to the COVID-19 pandemic. Online interviewing
presented unique challenges, as some non-verbal cues were potentially lost (Lichtman,
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2012). In addition to preparing an interview guide as usual, it was important to ensure the
technology was running smoothly for both the interviewer and interviewee (Lichtman,
2012). When scheduling interview times, an additional ten minutes were added to the
schedule to ensure that there was a smooth connection on both sides. Other issues that
needed to be accounted for were connection speed, unexpected glitches, unclear wait
time, and finding uninterrupted computer time (Lichtman, 2012). The participants were
asked to find a time and place where they could spend 30-60 uninterrupted minutes on a
Zoom call. With the right preparation, Zoom was able to give me access to teachers who
were either in distant locations or who were uncomfortable meeting due to concerns
about the spread of COVID-19. Additionally, the recording feature on Zoom was a very
effective way to accurately record conversations. Otter AI was used to record and
transcribe the interviews, as well.
While I requested that each participant set aside about 30-60 minutes, depending
on the individual, the in-depth conversations actually lasted between 30-75 minutes.
Some participants requested follow-up conversations to clarify ideas or to continue
reflecting after implementing a dialogic discussion. These follow-up conversations were
recorded as field notes.
An initial in-depth thirty to sixty-minute Zoom interview was conducted to hear
the participants tell their dialogic discussion stories and challenges in their own words
(Lichtman, 2012). I prepared a conversation guide or interview guide (see appendix D)
which focuses on eliciting details about their experiences implementing dialogic
discussions from the viewpoint of a teacher (Merriam, 2009). These guides were related
to understanding how teachers’ perspectives about how value, expectancy, and self-
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efficacy impacted their abilities to navigate obstacles in dialogic discussion
implementation and how to develop more supportive professional learning opportunities.
I prepared the guide with the general outline of the interview, which is detailed below.
I began by telling the participant that we would be meeting for about sixty to
ninety minutes, because I was collecting stories about teachers implementing dialogic
discussions to inform the development of more teacher-centered professional
development opportunities (Lichtman, 2012). Additionally, I asked the participant to sign
an electronic consent form prior to conducting and recording the interview.
It was important to use the first few minutes of the interview to develop rapport
and make the participant feel comfortable with non-verbal cues. This was especially
important in a more detached online setting. I broke the ice by explaining why their
dialogic discussion stories were important to my research. Then I asked the interviewee
to share a little bit about themselves. This was a good opportunity to connect and collect
some demographic information (Lichtman, 2012).
During the body of the interview, I asked simple, easy, and short personal
questions about teachers’ experiences in the classroom (Lichtman, 2012). I began with
grand tour questions which were designed to elicit a series of details (Lichtman, 2012). I
prompted the participants to “walk me through a dialogic lesson” and “discuss concerns
about implementing the new pedagogy”. This was followed by more concrete questions
(Lichtman, 2012), such as “Tell me about a challenging moment during a dialogic
discussion” and “What were some ideas you heard students discussing?”. Comparison
and contrast questions helped participants articulate insights into their experiences
(Lichtman, 2012). I included a question, such as “How do dialogic discussions compare
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with full classroom discussions?” I then move into feeling questions (Lichtman, 2012),
such as “How did you originally feel about experimenting with dialogic discussions?”
and “Did your perspective towards student discussions change during the implementation
process?”. Finally, I closed by giving the interviewee an opportunity to add anything that
was not previously discussed and then will thank them for their participation (Lichtman,
2012).
In-depth interviews allowed me to give the interviewees the space to take control
of the conversation and narrate the story in their own voices (Lichtman, 2012). Therefore,
while I had a list of five to ten topics to cover, I mostly listened and gently prompted the
interviewee. Face-to-face Zoom interviews allowed me the flexibility to ask for
clarification by asking follow-up questions or “branched” questions (Duke, 2011). Some
active listening techniques included, asking the participant to expand upon an idea,
probing with noncommittal responses, such as “uh-huh”, and using wait time to allow for
thinking time (Lichtman, 2012). Furthermore, I probed with single questions, such as
“what do you think about?” and “can you tell me more about?” (Lichtman, 2012).
Throughout the conversation, I gently gave participants the time to think and
finish their thoughts, as I remained attentive and empathized. While I was open and
flexible to the issues raised, I steered the conversation with questions, prompts, and
probes. I was critical and ready to challenge inconsistencies and ambiguities. In addition
to recording Zoom sessions, I jotted down mental notes and questions for follow up
(Lichtman, 2012) and to be able to relate back to prior parts of the conversation. Finally, I
interpreted responses by clarifying and extending on what was said. These strategies
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ensured that the conversations were clear and focused on giving interviewees the space to
relive their classroom dialogic discussion experiences (Kvale, 1996).
It was important to be transparent about the limitations of interviews. I needed to
be reflexive and mindful about how my own perspectives and relationships impacted my
interpretation of my conversations. After the interview was finished, I took the time to
organize information and reflect upon my observations, thoughts, and feelings (Lichtman,
2012). Technicalities, such downloading the Zoom interview and checking to ensure that
Otter AI had recorded and transcribed the interview were taken care of soon after the
interview (Lichtman, 2012).
Data Analysis Procedures
Once Otter AI had recorded and transcribed the interviews, I listened to the audios
and read the transcript to ensure that Otter AI had transcribed the data accurately and
corrected any errors. Listening to the interviews helped to ensure that important nuances,
such as pauses and inflections, were not lost in the process (Tilley, 2003). I listened to
each interview once and replayed sections with errors or nuances until I was able to
ensure accuracy. I had to listen to certain sections about five to ten times until I was sure
that the transcript was precise.
The digital transcription program was unable to detect nuances and, therefore,
unable to construct humanistic characters based on what was heard (Tilley, 2003). As the
researcher, I had interviewed the participants, and when I transcribed the interview data, I
was able to ensure accuracy. As I listened intently to each interviewee speak, I was able
to pick up nuances, because I was a participating member in the conversation. In this
way, I was able to clear up any confusions before they led to unfounded conclusions.
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A thirty to forty-five-minute semi-structured follow-up interview was conducted
once the first interview has been transcribed and restoried. Before the second interview,
participants were given a chance to review the analysis of their initial interview. This
member check was an opportunity for participants to check for accuracy, as well as to
reflect on and clarify their stories (DeMik, 2008), as well as an opportunity to develop
internal validity and triangulate data (Lincoln & Guba, 1985).
Field Notes
Teachers’ written lesson plans and artifacts, such as frameworks for students to
fill out, for the dialogic discussions were collected and used as documentation for the
study. Studying teachers’ documentation provided another viewpoint about their
perspectives towards dialogic discussions (Berg, 2009). The collected documents enabled
me to triangulate information from interviews and provide a reference as teachers
discussed their expectations for how lessons would play out in the classroom. These
documents uncovered another layer of meaning and helped me gain a deeper
understanding, which led to further insights (Merriam, 2009).
Table 2 includes a summary of how data will be collected and analyzed in relation
to the research questions. Table iii will show the quantity of data sources collected and
analyzed during the study.
Table 2
Summary of Data Sources Based on Research Questions
Research Questions

Data Collection

How can middle school

Virtual one-on-one teacher

teachers’ experiences

Data Analysis

interviews will be recorded

navigating obstacles
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during dialogic discussions
inform the advancement of

Digital recordings were
Instructional Coach

transcribed and then coded

Interview

in MAXQDA

professional development
opportunities?
How does value impact a
teacher’s ability to take
risks and problem solve

Field notes, including
teachers’ written lesson

Field notes were imported

What factors impact a

plans and artifacts and

into MAXQDA and coded

teacher’s sense of self-

reflections from the

through challenges?

efficacy when
dialogic discussions

implementing dialogic
instruction?

Table 3
Summary of Data Sources Collected and Analyzed During the Study
Participa
nt and
Grade
Level

Number

Ms.
Bella
6th
grade

3

Ms.
Sharon
7th
Grade

2

Rabb
Mr.
i
Solomo
Mey
n
erso
6-8
n
Grade
7th
Grad
e
2
2

of

Ms.
Mandy
6-8
Grade

Ms.
Hann
ah
2-6
Grade
Coac
h

2

2

Total

13 In-Depth
Interviews

Recorde
d
Intervie
ws
75

Hours of

2.9

2.5

42.4

1.2

2.3

1.2

Recorde

Hours

Hours

6

Hours

Hours

Hours

d

minu

Intervie

tes

11 Hours

ws
Lesson

1 Brief

1 Brief

1

3 Brief

6 Reflection

Reflecti

Reflecti

Reflecti

Brief

Reflecti

Conversation

ons

on
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Data Analysis: Problem-Solution Narrative Inquiry
“Qualitative data analysis is the most complex and mysterious of all of the phases
of a qualitative project” (Thorne, 2000, p. 68). While there are few standardized rules,
data analysis is the most crucial step in qualitative research (Basit, 2003). Stories can be
used to make sense of data (Lichtman, 2012). Yet, there are few specific guidelines for
restorying data (Lichtman, 2012). Therefore, I engaged in a combination of constantcomparative and narrative analysis to construct meaning out of my data.
Initial Data Organization: First, interviews were recorded and transcribed.
Although Otter.AI initially transcribed the recordings, I listened to the audio recordings
while reading the generated transcription to ensure that they were accurate, and all
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nuances were noted. I then imported the transcripts into MAXQDA, a qualitative data
analysis software. There, I read and reread the transcripts for basic interpretation and
initial notetaking.
Coding: Then I followed Lichtman’s (2012) steps to data analysis using the
constant-comparative method. I used open coding to carefully read the text and identify
recurring words or phrases. Some examples of initial codes were competence, challenges,
problem-solving, and support. The MAXQDA program allowed me to code sections of
data in multiple categories. Furthermore, it quantified how many times I used each code,
allowing me to see which themes were emerging. After compiling a list of 12 initial
codes, categories began emerging from the patterns.
During step three, I continued using axial coding to group codes into major topics
and subcategories. Using axial coding to relate initial codes to each other and remove
redundancies and clarify themes, choosing one term as a label, themes began to emerge.
The three themes which emerged were: Pursuing Values: Inspired Risk-Taking and
Problem-Solving, Clarifying Expectations to Build Competence, Professional
Development: Collaborating towards Success.
Finally, I reviewed the data and iteratively and selectively categorized initial
codes within the three major themes, and then used my judgement to reduce the
categories within these most important concepts (Lichtman, 2012). I grouped my
categories into the three themes of: Pursuing Values: Inspired Risk-Taking and ProblemSolving, Clarifying Expectations to Build Self-efficacy, Professional Development:
Collaborating towards Success.
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Open-Coding
•Identified
recurring words
or phrases

Selective Coding
• Reviewed list of
categories.
Combine
categories into
most important
concepts, which
focused on cost,
value, support,
and self-efficacy

Axial Coding

Axial Coding

•Synthesized
recurring words
and phrases into
thematic labels

Selective Coding

•Grouped codes
into major
topics and
subcategories,
such as support,
challenges,
problem
solving,
competence

Selective Coding

• Repeated
previous step as
necessary

• Themes about
expectancy-value
theory emerged
from the coded
categories.

Figure 1 Constant-Comparative Coding Process (Lichtman, 2012)
Restorying within a Narrative Inquiry: The problem-solution narrative inquiry
design then allowed me to “organize stories into pivotal events or epiphanies” (Denzin,
1989). These epiphanies provided insight into the factors which impacted teachers’
pedagogical decisions. Narrative inquiry is defined as a research method that uses
chronology to connect an event or a series of events (Creswell, 2007). The process of
collecting objective sets of experiences, gathering, and organizing stories into pivotal
events, searching for meaning, and looking for larger structures to make meaning out of
teachers’ stories (Denzin, 1989) provided a framework to uncover the factors which
impacted pedagogical choices in the classroom.
The problem-solution narrative inquiries followed a five- step analytical process.
Transcripts were organized within the five elements of plot structure (character, setting,
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problem, actions, and resolution/ lessons learned) (Yussen & Ozcan, 1997). Finally, the
events were sequenced into a plot line that included a sequence of events that ended in a
turning point that led to the resolution (Ollerenshaw & Creswell, 2002). Subsequently,
the stories of characters’ emotionally driven reactions, thoughts, and intentions that led to
the resolution were categorized into the three themes of: Pursuing Values: Inspired RiskTaking and Problem-Solving, Clarifying Expectations to Build Competence, Professional
Development: Collaborating towards Success.
A narrative inquiry involves first person storytelling (Lichtman, 2012), and I gave
teachers the opportunity to share their personal experiences. These stories were filled
with tiny details that told what happened behind closed classroom door, and the message
within the story emerged within the solid framework of the narrative inquiry (Lichtman,
2012). Once the narrative was structured within the conflict-resolution framework
(Ollerenshaw & Creswell, 2002), themes began to emerge about what drove teachers’
pedagogical decisions.
Figure 2
Problem-Solution Story Arc
Clarifying Expectations
to Build Confidence
• Actions and Turning Point
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CHAPTER 4: FINDINGS
Overview
The purpose of this study was to explore how teachers’ stories of their
experiences and challenges during implementation of dialogic discussion can inform the
development of professional development opportunities. The driving question for the
study was as follows: how can middle school teachers’ experiences navigating obstacles
during dialogic discussions inform the advancement of professional development
opportunities? I sought to further refine the lens of the study through the following subquestions: 1. How does value impact a teacher’s ability to take risks and problem solve
through challenges? 2. What factors impact a teacher’s sense of self-efficacy when
implementing dialogic instruction?
The data that has been analyzed and presented in this chapter includes transcripts
of in-depth interviews, field notes, and artifacts. The research questions provided the
framework for the data analysis presented in this chapter.
Main Research Question
How can middle school teachers’ experiences navigating obstacles during
dialogic discussions inform the advancement of professional development opportunities?
The main research question focused on exploring ways teachers felt supported or
wished they had been supported during dialogic discussion implementation. The table
below identifies relationships between supports teachers received or would like to receive
and how they impacted a teacher’s ability to confidently implement dialogic discussions.
As shown, there was the most correlation between supports and a teacher’s understanding
of expectations.
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Table 4
Frequency of Codes Referenced for Research Question One
Cross-Categorical Codes (labeled with

References in Narrative Analysis

MAXQDA)
Support-Collaboration

42

Support-Self-Efficacy

20

Support-Problem Solving

7

Support-Value

20

Support-Engaging Students

14

Support-Expectancy

52

Support Total

102

Second Research Question
How does value impact a teacher’s ability to take risks and problem solve through
challenges?
The second research question focused on how a teacher’s sense of value for
dialogic discussions enabled them to preserve during challenges with implementation.
The table below identifies relationships between teachers’ senses of value for the method
and other factors. As shown, there was the most correlation between value and a teacher’s
belief that dialogic discussions can engage students.
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Table 5
Frequency of Codes Referenced for Research Question Two
Cross-Categorical Codes (labeled

References in Narrative Analysis

with MAXQDA)
Value-Collaboration

0

Value-Self-Efficacy

4

Value-Problem Solving

4

Value-Support

9

Value-Engaging Students

32

Value-Expectancy

16

Value Total

66

Third Research Question
What factors impact a teacher’s sense of self-efficacy when implementing
dialogic instruction?
The third question explored which factors impacted a teacher’s sense of selfefficacy. The table below identifies relationships between expectations and a teacher’s
ability to confidently implement dialogic discussions. As shown, there was the most
correlation between self-efficacy and a teacher’s understanding of expectations.
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Table 6
Frequency of Codes Referenced for Research Question Three
Cross-Categorical Codes (labeled with

References in Narrative Analysis

MAXQDA)
Self-Efficacy-Collaboration

7

Self-Efficacy-Support

20

Self-Efficacy-Problem Solving

5

Self-Efficacy-Value

4

Self-Efficacy-Engaging Students

7

Self-Efficacy-Expectancy

43

Self-Efficacy Total
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Narrative Analysis
The six narratives below tell the stories behind these numbers. Five teachers and
one coach opened up about their experiences trialing and implementing dialogic
discussions in the classroom. Often, they were the only teachers in this school
implementing this pedagogy. They spoke frankly about their fears and hesitations, but
proudly described those moments of courage when they went against the tide and tried
the new and foreign methodology of dialogic discussions. Yet, each of the six educators
persevered through challenges, because they deeply believed in the value of engaging
their students with dialogic discussions. Expectations played a large role, as they were
often unsure of what success might look like. Although, they all wished they had more
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support, or, at least, a professional learning community (PLC) to guide them through the
facilitation of this, often challenging, pedagogy.
Ms. Bella: Developing Confidence through Competence
...now I see because I'm having small successes that it really is attainable, but like,
till I realized that like it was, I kept doubting- I kept doubting…
Ms. Bella, Transcript, May 25, 2021
Ms. Bella began teaching sixth grade English Language Arts at age 19, while
completing her BA in Psychology and her Master’s in Special Education. Attending
school while teaching means that she is in learning mode while teaching, and she is
constantly experimenting with new pedagogies within her instruction. She is a
conscientious teacher and student and does her best to research, plan, and develop
lessons, which are grounded in best practice. When her curriculum coach introduced her
to new ideas, she was excited about them, but “did not know how to get there or how
practical they were in the classroom” (Transcript, June 29, 2021). However, because she
is so new to the field, when implementing dialogic discussions, she “doesn’t know if they
went well” (Transcript, June 29, 2021).
Pursuing Values: Inspired Risk-Taking and Problem-Solving. Ms. Bella
thought back to her first introduction to discussions about books, “We did reading groups
when we were little” (Transcript, May 25, 2021). She struggled to remember the exact
experience, “I know we read books…” (Transcript, May 25, 2021) and “maybe
sometimes answered questions together,” but she definitely does not remember “a teacher
saying, ‘just sit down and discuss what you’ve read” (Transcript, June 29, 2021). Even
though the exact details of her dialogic discussion experiences are fuzzy, her overall
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memories are positive, because “everything is more fun with friends” (Transcript, May
25, 2021).
Therefore, when Ms. Bella began teaching, she wanted her students to have those
same positive book discussion experiences. She continued reflecting, “I knew it was
valuable, and it could be an enjoyable, productive way to learn,” (Transcript, June 29,
2021). Giving her students an opportunity to read and discuss books is an essential part of
Ms. Bella’s curriculum, because she remembers how as a student she felt “like everything
is more fun with friends” (Transcript, May 25, 2021). After working “the whole year on
all different reading skills,” she knew the value of students being able “to talk about the
book and what they want to talk about” (Transcript, May 25, 2021). Ms. Bella elaborated
on her values, “Discussing books with friends helps them raise their level of thinking and
their analytical skills in general” (Transcript, June 29, 2021). She passionately explained,
...that it’s great, because they’re enjoying it, so it gives them a good feeling about
reading books in school, and, um, about reading and thinking about texts also
just…it’s… just gives very positive associations. And this is something that can
be fun… It’s just such a good feeling.
Ms. Bella, Transcript, May 25, 2021
However, being that she is so new to the classroom and to the pedagogy, Ms.
Bella wishes she had a professional learning community with which to discuss her
questions and to help her clarify her expectations. She shared how she felt like a “lone
wolf trying out this new methodology…without being able to run ideas by anyone or turn
to the more experienced teachers for advice” (Transcript, April 12, 2021). She took a
moment to articulate her thoughts about how she wished she had a professional learning
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community and ruminated about how she was hesitant about implementing dialogic
discussions, because she “hasn’t really seen it in action” and felt “a little isolated”
(Transcript, April 12, 2021). She thought about how nice it would be to be able to “trade
ideas back and forth” with similarly minded peers (Transcript, April 12, 2021).
Ms. Bella thoughtfully reflected about how pioneering dialogic discussions as a
novice teacher was a huge risk. When she saw “no one’s doing it,” she started having
doubts that “maybe it just doesn’t work out in our kind of school. Like, maybe it’s not an
attainable goal” (Transcript, May 25, 2021). She paused to reflect. Then pondered how
“it’s just hard to execute, and it’s, pause, it’s very hard to believe that [it can work] if no
one else is doing it, you know” (Transcript, May 25, 2021). Yet, once she started seeing
that she was “having small successes,” she realized “that it really is attainable”
(Transcript, May 25, 2021), and she began persevering in earnest.
Despite being the only one in her community to experiment with dialogic
discussions, Ms. Bella is passionate about engaging students with discussions and
persevered through challenges. As she experimented with the pedagogy, she began to
develop her expectations. Now that Ms. Bella is in her third year of teaching and has
completed her own education, she is beginning to get a sense of what her expectations
are. This year she “was looking forward to using books as an opportunity for students
to… lead their own discussions” (Transcript, May 25, 2021).
Once Ms. Bella witnessed a small glimpse of the joy of facilitating dialogic
discussions, she was determined to develop a professional learning community to help
her meet her goals. Even though others in her community were not necessarily
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implementing discussions with fidelity, she began reaching out to other teachers who
valued bits and pieces of the method.
Ms. Bella reached out to her co-teacher, Ms. Beverly, who was “doing, like, the
same thing now also,” except instead of allowing students to choose their prompts for
discussion, Ms. Beverly was “just giving them the discussion questions” (Transcript, May
25, 2021). Ms. Bella described how she met with Ms. Beverly to discuss how they could
successfully implement book clubs. The two teachers agreed that they valued the student
engagement benefits of book clubs and spent a lot of time and thought ensuring that this
year, students would be engaged and on-task.
I really tried to put some thought into it. It went nicely last year but, like, not
exactly as planned, and I really was looking forward to using book clubs as an
opportunity for students to be able to first of all choose their own book, and lead
their discussions, not me leading what they're going to talk about, you know.
Ms. Bella, Transcript, May 25, 2021
The first problem they tackled was increasing student engagement. The sixthgrade students were given four choices: A Night Divided, by Jennifer Neilson, The
Breadwinner, by Deborah Ellis, The Impossible Journey, by Gloria Whelan, and The
Endless Steppe, by Esther Hauzig. Ms. Bella and Ms. Beverly “ordered more of A Night
Divided and The Breadwinner… the two most popular, so everyone really got their first
choice” (Transcript, May 25, 2021). Once the students were reading and discussing selfselected books, “girls that were challenged by the books they were reading were pushing
through, because they chose their book, and they were having a fun time” (Transcript,
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June 29, 2021). Ms. Bella continued reflecting on Ms. Beverly’s and her collaborative
decision to honor the students’ choices,
I, I do see the benefits of letting girls choose they're- it's just going smoothly
because of that, because girls are really able to choose. I had some girls switch
after they wanted to do A Night Divided, because it looks so interesting, and then
they realize it's too long for them, so they chose The Breadwinner or another
option. And then I had some girls that like, they're really pushing through,
because they want to read that book, like, because it's their choice. They’re really
pushing through, which is nice.
Ms. Bella, Transcript, May 25, 2021
Once the sixth-grade girls were immersed in their self-selected books, Ms. Bella
and Ms. Beverly’s methodologies differed. Ms. Beverly was just “giving them the
discussion questions, I think” (Transcript, May 25, 2021). Yet, Ms. Bella explained how
important she felt it was to teach her students how to independently “prepare what they
want to talk about with their group” (Transcript, May 25, 2021).
Ms. Bella began to problem-solve independently. She thought about “what we did
last year and what didn’t work” (Transcript, May 25, 2021). She reflected that during the
previous two years, she had asked her students to “think of a question on what you’re
reading, something you want to discuss” (Transcript, May 25, 2021). The discussions
which ensued went nicely “but, like, not exactly as planned” (Transcript, May 25, 2021).
She struggled to describe what exactly frustrated her about last year’s discussions.
Questions were “not silly but it’s just very basic, like, what does Grenzer mean…”
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(Transcript, May 25, 2021). She reflected on the experience and admitted “maybe I didn’t
even understand it then” (Transcript, May 25, 2021).
This year, she was determined to guide her students towards deeper, more
meaningful discussions. At some point, Ms. Bella had an epiphany, “I don’t know when
it was that I understood what the end goal- what we wanted the end goal to be. So, based
on what I know, the end goal is- I want them to lead the discussions” (Transcript, May
25, 2021). Ms. Bella elaborated on her values, “I think that was the end goal, that they
should just be able to discuss the book in the way they want” (Transcript, May 25, 2021).
She added a layer to her expectations, “I thought that I want them to be held responsible
and feel, um, held accountable for what they discuss in groups” (Transcript, May 25,
2021).
Once Ms. Bella articulated her values and end goals, she reached out to teacher
friends and relatives to collaborate with as she developed a plan to scaffold her sixth
graders’ question development. She described how she began formulating a sounding
board for her ideas,
But... so I tried to, even outside my school, like, I went to my friend, who's an
English teacher, even though she doesn't really teach this kind of way at all...I
just- I wasn't even really asking her for advice…
Ms. Bella, Transcript, May 25, 2021
Ms. Bella developed a worksheet organized as a three-part form to scaffold
student discussions. The form encouraged her students to think about the “the challenge
of the day” prior to discussions, prepare “reading reflections” to discuss with their peers,
and think about a “new perspective” (Lesson Artifact, May 25, 2021) after discussions.
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Once drafted, Ms. Bella “ran the framework by a few people” (Transcript, May 25,
2021). Her friend, an English Language Arts teacher who uses more traditional, frontalteaching methods acted as a sounding board for Ms. Bella to just “speak out loud”
(Transcript, May 25, 2021) and gave her space to reflect on her goals and expectations
for the discussions sheet. She also shared her ideas with her father, who is an adult
educator, for educational advice. When she was “basically ready to copy it,” she showed
it to a colleague, who is a special education teacher, but Ms. Bella “just was sharing with
her because I was- I was really excited about it, and she also liked it” (Transcript, May
25, 2021). Ms. Bella paused to reflect on her attempts to develop her own PLC, “Um... I
just like doing things with people. I don't know if it made me feel more confident but it's
more enjoyable and... I guess, yeah when I got other people's approval, it made me feel
more confident” (Transcript, May 25, 2021).
Once Ms. Bella’s booklet had gotten approval from her peers, she used it “to help
them [her students] understand what the discussions should look like and to help them be
accountable. Pause, it was also to help them prepare and organize their thoughts”
(Transcript, June 29, 2021). Ms. Bella spent a lesson preparing her sixth graders for
independent discussions and helped them fill out the booklet to prepare prompts for book
clubs.
Ms. Bella first explained the goal of the booklet,
...Um, basically the point of the booklet is that every day there's time to read and
then there's discussions. So, um, the booklet. There's three sections. Um, and
basically they prepare before they go into the discussions, like, just like before
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meeting they prepare for their discussion. They prepare what they want to talk
about with their group.
Ms. Bella, Transcript, May 25, 2021
Instead of asking them to come up with questions, she prompted them to develop
points of discussion for the first section by suggesting, “Let's say you were talking about
a book, doesn't matter what the book is. Let's say you sit down with your friend, and you
talk about a book, what, what could you talk about with your friends?” (Transcript, May
25, 2021).
She took a few moments to describe the layout of the booklet to me. Students
were asked to come up with their own prompts in the “section that says ‘points for
discussion’” (Transcript, May 25, 2021). In this section, the sixth graders had the
opportunity to prepare “their own discussion point, and that could be anything… the most
interesting thing they read, something that touched them, something that affected them,
some life lesson that they learned, a connection” (Transcript, May 25, 2021).
Then, because Ms. Bella did not want to “completely give over the reins, just in
case, like if it didn’t work out” there was a “space for the challenge of the day, which is
where I’m giving them one discussion question or one challenge” (Transcript, May 25,
2021). Some examples of challenges were “curious questions about setting,” “pondering
the problem and its effect,” “questioning the characters,” and “making connections”
(Lesson Artifact, March 3, 2021). These prompts provided direction for students who
were stuck during discussions.

91

At the end of the discussion, students recorded “A New Perspective,” which could
be “an interesting idea that someone else mentioned or that we discussed as a group”
(Lesson Artifact, May 25, 2021).
Clarifying Expectations to Build Competence. After spending so much time
setting expectations, both for herself and her students, Ms. Bella expressed how before
implementing the unit, “I was excited, and I really liked this, this idea that I thought of. I
was also a little bit nervous because I know that this is something that I’m still trying to
work out” (Transcript, May 25, 2021). She continued to process this years’ experience,
“Yeah, I definitely feel more confident about it than last year” (Transcript, May 25,
2021).
The discussion log effectively set expectations for successful discussions. Every
day, they can “look back at that list and see, choose something from that list to do- to talk
about those chapters” and fill it in on their worksheet to prepare for the dialogic
discussions. Now that she had asked, “what question do you have about what you're
reading, like it might not even be a question that they have. It’s just something they want
to discuss. Maybe that's the difference. I don't know, but they are thinking of good
questions” (Transcript, May 25, 2021).
Now that expectations had been set, all of the students, even the ones who
struggled, were able to develop analytical questions for discussion. Ms. Bella proudly
tells how she asked her girls, “What are things we can discuss in book clubs?”
(Transcript, June 29, 2021). She elaborated on her prompt,
I said, ‘Let's say you were talking about a book, doesn't matter what the book is,
let's say you sit down with your friend, and you talk about a book, what, what
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could you talk about with your friends, like this time? We've practiced enough
discussions with Behind the Bedroom Wall. I gave the discussion questions with
those books. I want you girls to run those discussions. I think you're ready for
that.’
Ms. Bella, Transcript, May 25, 2021
Ms. Bella raved about the incredible results, “They really thought of amazing
answers. like even my weakest class, which I did not think it would go well. It went so,
so well. They thought of great things” (Transcript, May 25, 2021).
Ms. Bella’s new format for the discussions has clarified expectations for both
herself and her students, and she now feels more competent and confident facilitating
dialogic discussions. She reflected that her students now know that in the first part of the
discussion they will discuss the pre-developed discussion prompt, or challenge of the day,
But the second part of their discussion groups is totally free. It's free rein
completely because it's totally up to them so... that- I think that was the end goal,
that they should just be able to discuss the book in the way they want.
Ms. Bella, Transcript, May 25, 2021
Ms. Bella reflected that what had most bothered her in the past was her lack of
understanding of the goals of book clubs and “also how to get there” (Transcript, June 29,
2021). Consequently, she felt that she had not clarified expectations for her students. Ms.
Bella reflected upon her process of developing a new structure that was
...based on what we did last year and what didn't work. And I just sat down and
thought about it. Um, I thought that I want them to be held responsible and feel,
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um, held accountable for what they discuss in groups, that's why I have them
write it down after. Also, there's a section for new perspective.
Ms. Bella, Transcript, May 25, 2021
For the first time, Ms. Bella and her sixth graders are seeing what dialogic
discussions can look like in their classroom. She reflects on the experience,
…it's great because they're enjoying it, so it gives them a good feeling about
reading books in school, and, um, about reading and thinking about texts also just
it's just gives very positive associations. And this is something that could be fun.
First of all, they get to choose the books. These books are great books. They all
love the book club options. It's just such a good feeling.
Ms. Bella, Transcript, May 25, 2021
Yet, even with clearer expectations of book club implementation, Ms. Bella
expressed, “it's hard for me because, like, I've only been here three years, like, I don't
know this is- it could totally be like normal sixth grade, and I'm just expecting more from
them” (Transcript, May 25, 2021). She reflected on her concern that she has “high
expectations and, like, I don’t know. I’m still a little bit nervous, but I think it’s going
well” (Transcript, May 25, 2021). She continued to express her lack of clarity,
Basically, not everyone is on task all the time, so I'm wondering if this is normal
for it. It's like going well, and there are diverse levels, like there are different
levels of abilities in the classroom. Some students are doing better than others
with it. I think it's just a regular classroom. I mean, reflecting now… that seems
like what a learning environment is, where everyone is on their own level.
Ms. Bella, Transcript, June 29, 2021
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As always, Ms. Bella continued to reflect upon challenges and think about how
she would further clarify expectations for next year. She thinks ahead, “I was
thinking...for next year, like a set place for each group in the classroom. I feel like that
will give, just the whole vibe in the classroom some structure” (Transcript, May 25,
2021). She theorized that this might help her sixth graders find the balance of “let’s have
fun and take it seriously, so I feel like, if every group had a place to go, and they would
have to sit in desks, not on the floor, maybe that would help” (Transcript, May 25, 2021).
Ms. Bella continued to reflect on, and problem solve this year’s challenges in
preparation for next year,
First of all, I do think it's important in some way that they should be with their
friends, so that they're not shy and so that they enjoy, but I'm also thinking now
that they really should be around some girls who are around their level.
Ms. Bella, Transcript, May 25, 2021
After implementing book clubs, she continued to reflect, and some ideas she
jotted down for next time were: “six sessions, instead of eight (lost patience and
responses shorter), put up discussion points poster for students to refer to, new
perspective shouldn't be a question your friend said, log entries should use full sentences
and be more text-based” (Lesson Reflection, June 10, 2021).
Professional Development: Collaborating towards Success. Despite witnessing
her students actively engaged in text-based discussions, Ms. Bella is still struggling with
expectancy and feelings of self-efficacy. Ms. Bella is a young teacher and is still finding
her way. However, she is clear about her values, “I want to raise the level while still
giving them free reign. I feel like that’s a very fine balance” (Transcript, May 25, 2021).
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Yet, when Ms. Bella paused for a moment to process her thoughts, she expressed her
hesitancies, “I don’t feel, like, super confident right now. I feel like I have more to do and
more to learn” (Transcript, May 25, 2021). She continued to reflect, “I want them to
choose deeper and to push themselves. It’s...it’s a hard thing to do” (Transcript, May 25,
2021).
Due to her limited experiences with the methodology, she was simply unclear of
what to look for. Ms. Bella wishes that “she had other classes to compare it to”
(Transcript, June 29, 2021). She told me about how she knows that “at this point I want
them to just be able to talk about the book and what they want to talk about” (Transcript,
May 25, 2021). However, she “wants them to get to certain thoughts” and “an answer that
they could support with evidence” (Transcript, May 25, 2021).
Throughout our conversation, Ms. Bella struggled to synthesize her value for
book clubs with her expectation that students are held accountable to a certain standard.
Ms. Bella: I didn't understand it myself. Like the questions. I didn't understand,
like, I didn't understand what we were trying to get them…Before this, I don't
know when it was that I understood what the end goal- what we wanted the end
goal will be.
Interviewer: So, what is the end goal that you’re thinking of now?
Ms. Bella: That I want them to (pause) be able to talk about what they want to
talk about.
While Ms. Bella was unsure of what exactly high-quality dialogic discussions
looked like, she understood that it was an abstract goal, and it was a valuable one. She
found that despite that “reflecting on my values, helps me push through” (Transcript,
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April 12, 2021) and gave her the courage to problem-solve through each challenge, she
was still not fully confident and felt that she needed more support to implement the
picture-perfect dialogic discussions.
Therefore, she wishes she had a coach who was constantly inspiring her to see
“the value of girls, discussing what they want to talk about, talking about what they want
to talk about like not being forced to say certain things” (Transcript, May 25, 2021).
Ms. Bella is unsure of what her expectations should be. She hesitantly reflected,
I mean like, pause, I have to have like, like normal expectations. Like this is the
first time they've ever guided their own discussion so like, it makes sense that a
lot of them aren't, like, thinking of discussion questions that, like teachers think
of, you know?
Ms. Bella, Transcript, May 25, 2021
Ms. Bella would like to clarify her expectations by observing other classes, like
her own, in action. She wishes she could see “how this runs in the classroom, like how it
actually works. Um, yeah, also get to see what normal expectations are…” (Transcript,
May 25, 2021). Seeing an authentic dialogic classroom in action would help her figure
out “how to run class discussions” (Transcript, May 25, 2021). She paused for a moment
to gather her thoughts,
Um, uh, pause, I think I said this last time. I would like- I would like to see other
classrooms that do this, like get a chance in real life, not just videos, like real life
to observe other classes that do this kind of thing.
Ms. Bella, Transcript, May 25, 2021
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Since she has not had a chance to see other classes have authentic discussions,
Ms. Bella voraciously reads as many books as she can to help guide her discussions. She
has found Jennifer Serravallo’s The Reading Strategies Book and Kate Roberts’ A Novel
Approach to be very helpful. She had been thinking “before book clubs I must read this
book, and, of course, I totally forgot about it till now” (Transcript, May 25, 2021),
referring to Breathing New Life Into Book Clubs (Cherry-Paul & Johansen, 2019).
Ms. Bella expressed how she would like to attend workshops, especially the
Reading Institute at Columbia Teachers College Reading and Writing Project. She “wants
to learn more, so I can become a better teacher” (Transcript, June 29, 2021). She wants to
“know how to get to the expectations, to see things modeled, to get new tools (Transcript,
June 29, 2021).
Ms. Bella reflected a moment and described her dream professional development
as, “a one to two week learning course during the summer, with follow-ups on a monthly
basis throughout the year, with coaches who are available to answer questions”
(Transcript, June 29, 2021). She elaborated on her dream, “you learn the ideas; you see
them modeled during the summer, when you can prepare. And then throughout the year,
there’s follow-up, where you continue learning, and so that you could continue learning
and continue discussing while implementing the new techniques' ' (Transcript, June 29,
2021).
Ms. Bella concluded her reflection by hopefully looking toward the future. She
shared how she is
...really looking forward to next year. This is one of my favorite units, and I feel
like it didn’t used to be one of my favorite units, and now it is. I’m also going to
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try to design my other reading units to be more like this one, with more studentcentered text-based discussions.
Ms. Bella, Transcript, June 29, 2021
During the final moments of our interview, Ms. Bella continued to optimistically
reflect, “I'm hoping to somehow find some more support” (Transcript, June 29, 2021)
Ms. Sharon: Engaging Students in the Pursuit of Ethics
...Even when I would call on a kid, um, to get a response, I was more focused on
‘Okay, so she's saying something, I'm sure it's right. Okay, then we have to do question
four.’ You know, I wasn't paying so much attention to the give and take. Whereas I think
I'm appreciating it much more now.
Ms. Sharon, Transcript, April 11, 2021
Ms. Sharon taught Judaic subjects at the age of 19 for about a year, and after a 25year hiatus and eight children, she returned to the classroom four years ago as a sixth
grade English Language Arts teacher. I got to know Ms. Sharon as she began teaching
sixth grade. Over the years, we became good friends, as we shared our passionate views
about education with each other. Therefore, I knew that conducting this interview would
be a “balancing act” and reflexively reflected on my expectations that Ms. Sharon was
“not yet confident in the classroom” (Reflexivity Journal, April 6, 2021). Journaling
before our conversation gave me an opportunity “to look at the responses through fresh
eyes and not judge the conversation through the lens of our relationship” (Reflexivity
Journal, April 6, 2021).
I am so glad that I entered the conversation with an open mind because Ms.
Sharon really surprised me with her clear values and her developed sense of competence
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in the classroom. After teaching sixth grade girls for a year, she continued on at the junior
high school as a support staff member and helps out, as needed. She is also a permanent
substitute and provides extra support during reading and writing classes.
Ms. Sharon mostly spoke about her experiences teaching a few periods of ethics
to seventh grade girls. She began teaching the class last year, and it has “totally evolved”
(Transcript, April 11, 2021). She and her principal named the class, Perspectives, Ethics,
Values, or P. E.V, which is “well, like, a play, a play on the- on our pet peeves… things
that are very irksome and annoying that other people do” (Transcript, April 11, 2021).
Lessons were then divided into three sections: “perspectives, ethics, and values”
(Transcript, April 11, 2021). She inspired dialogic discussions about each topic using
many different mediums, such as “fun videos to explain the topic… visual aids…reads
them books about the topic to get them into it” (Transcript, April 11, 2021). Ms. Sharon
described how “during the first part of the year, we discussed perspectives, trying to get
them to realize that their 12-year-old head is not necessarily the only way to look at
things” (Transcript, April 11, 2021). She elaborated on the unit,
Um, you know, there's like this, there's a video that shows a woman giving up her
seat on the train, I think you've seen it, on the train, and it's a cartoon, whatever, and in
the end she ends up giving up her seat, um, and at the end, you get to see that she has
crutches, you gave her seat on the train to someone and she has crutches, whatever. Um,
but like just a lot of perspective classes.
Ms. Sharon, Transcript, April 11, 2021
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Then, she continued, “Then we started discussing values” (Transcript, April 11,
2021). Ms. Sharon explained that “the first one was kindness” (Transcript, April 11,
2021). She listed the other topics, which were covered,
...perseverance, persistence, with grit. We broke that down into grit, you know,
hard work, um, self-control. Um, now we're doing positivity, we're going to do
respect and then I'm going to try to work into some ethics, I want to tap into, um,
like Pirkei Avos (Ethics of Our Fathers) and try doing, um, a little bit of that.
Ms. Sharon, Transcript, April 11, 2021
Ms. Sharon pondered her recent experiences teaching Ethics to seventh grade
girls, “It’s been a very interesting and rewarding experience. And I’ve been definitely
learning on the job” (Transcript, April 11, 2021). She took a moment to proudly reflect
on her development as a teacher,
I'm like fascinated because, you know, when I first started teaching, and I wasn'tit was, it was- there were so many hurdles. One was my first-year teaching and
the other hurdle was it was a challenging grade. Um, this year, I'm looking at
teachers that have been teaching for 25 years plus, and very frustrated with certain
classes. Um, and like they- one class in particular, I actually, I enjoy teaching
them, and I'm like marveling at myself that I- I not in every class, definitely not,
and definitely not in every instance, but I feel like I've actually come to something
sort of mastery in classroom management, which makes me really proud.
Ms. Sharon, April 11, 2021
Pursuing Values: Inspired Risk-Taking and Problem-Solving. Ms. Sharon is
deeply passionate about her Ethics class. She enthusiastically spoke about her desire to
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“impact students” and her deep wish to inspire “them to learn” and “to think” (Transcript,
April 11, 2021) about the values she is trying to instill in them. It has been a rewarding
experience, and “...it leaves me with a lot to think about, and I also feel I get, I get
responses from the kids where I think they really are gaining and learning, and it’s a nice,
it’s a good feeling” (Transcript, April 11, 2021). Ms. Sharon expressed her hope that her
seventh-grade students are “retaining what they’ve learned and [are] thinking about what
they’ve learned” (Transcript, April 11, 2021).
“But that would probably be a lot to hope for” (Transcript, April 11, 2021), Ms.
Sharon sadly reflects. She desperately wants to engage her students in growth-oriented
discussions about ethics, but there are so many challenges to engaging students in
dialogic discussions about ethics. She is hindered by typical classroom expectations of
“giving over my material and checking the clock, making sure I can try to finish what I
want to finish getting through” (Transcript, April 11, 2021). She continued to express her
frustration with balancing covering material while ensuring that students understand,
I, I feel like sometimes I would be so focused on that I wasn't necessarily like
paying so much attention to what they had to say. And you know, how they're
taking the material, I was like, forget that second part of seeing how they're
digesting the material. And I was just focused on what I want to get over and what
I want to get done.
Ms. Sharon, Transcript, April 11, 2021
Another challenge this year is because of COVID-19 the students were put into
cohorts, and Ms. Sharon was concerned about managing all of her seventh-grade classes,
which on average had about 25 students. When I asked Ms. Sharon if “When the students
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become passionate, do you ever take that step back and just observe them discussing?”
(Transcript, April 11, 2021), she thought a moment before responding, “This year the
classes are very large, so I am worried, you know, about the classes getting out of hand”
(Transcript, April 11, 2021). She does not want the class to become chaotic, “I find that
when a conversation like that happens in a room of 28 kids, they start shouting over each
other, and no one can hear anything. So, I probably wouldn't let that happen if I could”
(Transcript, April 11, 2021).
Yet, Ms. Sharon explained that engaging students with discussions is a priority for
her, “Because a lot of what I teach this year is, is a lot of conversation” (Transcript, April
11, 2021). Recently, she has been focusing on student engagement, and she’s noticed that
this year, she’s been listening more,
...I really want to hear what they have to say. And a lot of them really have this,
they say interesting things. Um, and you know, the other kids want to respond
back to them. And that's, that's like nice to see that they care, and that they have
what to say, and they have different thoughts. Sometimes I got some very good
feedback. And, like information from kids, just raising their hands and adding to
the conversation, where in the next class, I can say, ‘Oh, a girl in the other class
told me this. This is what she thinks when this happens’.
Ms. Sharon, Transcript, April 11, 2021
Ms. Sharon continued to reflect on her recent classes, “But I definitely had classes
where the kids would leave. And I would say, you know, like, I felt like it was a struggle
to get them engaged and curious and motivated to listen and to follow through”
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(Transcript, April 11, 2021). She described how she continuously “...tried to think of
ways to get them engaged” (Transcript, April 11, 2021).
Ms. Sharon invests a lot of effort into engaging her own students with the
techniques which most engaged her. She often thinks back to her favorite teachers and
the lessons that most impacted her as a child, “…they used a visual aid to get my
attention… they would stand up there and hold something up” (Transcript, April 11,
2021). She explained, “So I was trying to think of something that I can use in the
beginning class to get them interested and to hold their attention for the remainder of the
class. But it's not so easy” (Transcript, April 11, 2021).
For example, in preparation for the next day’s class about “being positive,” she
was planning “on bringing, God Willing, a cup that’s going to have a line of water in the
middle” (Transcript, April 11, 2021). She was hoping that “it’s simple, but I feel like it's
a visual aid that right away they're like, why is Ms. Sharon holding a cup with water in it,
and whether they're seeing it as half empty or half full, we'll discuss” (Transcript, April
11, 2021). She reminisced about how this lesson was inspired by her own teacher,
... the teacher, the first day walked in, she was a methods teacher, and walked in
with a bar of soap, of Ivory soap in a box. And she opened it up and took it out.
And she was holding it, and we're all looking at her. Why is this woman holding a
bar soap? Now at the time, I was- I don't know if I was 18, 19, whatever. But I
wasn't a little kid in middle school. But at the same time, when someone's
standing there with something, and you start questioning it, it grabs your
attention. And I feel like those visual aids are tremendous to the kids.
Ms. Sharon, Transcript, April 11, 2021
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Ms. Sharon paused a moment to share a recent anecdote about a memorable
successful attempt to engage her girls,
Um, actually, a few weeks ago, I did do, um, we were discussing, being
grateful. And it's kind of interesting to see, you know, some of the concepts I
work with the kids are very basic. But at the same time, they, you know, they're
so basic, they're almost looked over, overlooked.
So, they, uh... we discussed being grateful, and I went actually shopping
for thank you cards to give to the students, because I want them to actively be
grateful, write a thank you card to someone and, um, and give it to them, because
you're grateful for something that they have done for you or continue to do for
you.
So, I actually took one of my kids shopping, and I wanted to buy the
cheaper, nerdier card. And my daughter said, ‘Mommy, you have to get the cuter
cards, because you want the kids to be excited about it,’ which is a lesson I
learned from my daughter. But she's right.
So, I spent more money, and I bought the nicer cards, but the girls, they
loved it. But the best part was when I got one or two cards, myself from the
students who wrote ‘Thank you, Ms. Sharon for all you teach.’ I find that so
amazing. And something along those lines. I saved them because those are
something you guys save.
Ms. Sharon, Transcript, April 11, 2021
Another time, right before vacation, Ms. Sharon wanted to engage her students in

105

a lesson about self-control. Knowing that “their attention would be less than usual,” she
described how she “relied more on, like, videos” (Transcript, April 11, 2021). She used a
“video that shows that experiment with the marshmallows” (Transcript, April 11, 2021)
to inspire a dialogic discussion about self- control. In the video,
...they have like two little two girls there. And he gives them each a
marshmallow and says, you know, if you wait and don't eat it for 10 minutes,
you're gonna get two. So, one of them succumbs. She's eating it after a few
minutes. The other one is staring at it and staring at it and staring at it. She
manages, you know, to hold back.
Then I showed them a whole video that, that explained the experiment.
And meanwhile, before I started a class, I walked around the classroom and
placed the marshmallow on a napkin on each kid's desk. So, they're looking at
like, ‘What is that for? Why do I have a marshmallow on my desk?’ I said, they're
not allowed to touch it. They're not allowed to eat it. Um, but it, like, grabs their
attention.
Ms. Sharon, Transcript, April 11, 2021
The two videos and the marshmallow inspired discussions, which lasted long after
class had finished. Ms. Sharon elaborated on the impact of the Marshmallow lesson,
We discussed it after. They were surprised. They didn’t expect any of it. Most of
the discussion happened when they left class. There’s a teacher in the school,
whose daughter is in the class. Her daughter was fascinated. It was food for
thought about self-control.
Ms. Sharon, Transcript, July 4, 2021
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Ms. Sharon described a particularly oppositional student, “she definitely is
looking to like, come up with a reason- that's come up with a question that's gonna, you
know, stump me, or like to make questions out of things that most kids just take for, you
know, fact” (Transcript, April 11, 2021). However, Ms. Sharon describe how she
contemplates how to engage this student when preparing her lessons” I guess which
topics will perk her up, where she will, like, raise her hand to be her oppositional self. I
try to be prepared and try to come up with answers, because a kid like that is looking for
hypocrisy, is looking to stump you” (Transcript, July 4, 2021). Ms. Sharon shared an
anecdote about a time when she connected with her challenging student,
I was teaching respect for teachers, in particular, and I had a feeling that she
would say ‘What about us? Don’t students deserve respect?’ So, I had a response
prepared for her, because I knew that was coming. I said, ‘Everyone has to respect
each other.’ I gave her the time to show her that I was listening to what she said…
I think she appreciated that I spent the time listening to her, instead of moving on.
Ms. Sharon, Transcript, July 4, 2021
Clarifying Expectations to Build Competence. Ms. Sharon explained that her
evolved expectations of quality teaching allow her to be more student focused. She
remembered how, “I went in with a mission to give over the material and didn't
necessarily wait around to see how it was taken in and what the kids had to say about it”
(Transcript, Ms. Sharon, April 11, 2021). Four years ago, “there was not so much room in
my brain for letting in other information,” because “all my focus was on, I need to give
the lesson over today, you know, to get through it, so tomorrow, we can go to, you know,
whatever, unit five” (Transcript, April 11, 2021). She continued reflecting, “Even when I
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would call on a kid, um, to get a response, I was more focused on ‘Okay, so she's saying
something, I'm sure it's right. Okay, then we have to do question four’” (Transcript, April
11, 2021). Ms. Sharon thought back to those early years,
I don't think I necessarily have an aversion to talking or having a give and take
with the kids. I don't think- I just wasn’t able to focus on it. I was too worried
about doing what I had to do.
Ms. Sharon, Transcript, April 11, 2021
She confidently reflected about how she has grown as an educator, “Uh… I think
I'm more comfortable in my role to teach, more comfortable with my material, because I
feel like I can now, um... I can be relaxed enough to listen to what they're actually really
saying and gaining” (Transcript, April 11, 2021). Ms. Sharon expressed how, “I'm
appreciating it much more now” (Transcript, April 11, 2021).
During a recent conversation, Ms. Sharon proudly described a dialogic lesson
which had gone very well, because she had clear expectations going into the lesson and,
consequently, set clear expectations for her students. First, students “watched a video
about respecting their parents and discussed it” (Lesson Reflection, June 22, 2021). They
then analyzed and discussed the Ten Commandments and “watched another video about
being grateful to parents” (Lesson Reflection, June 22, 2021). Ms. Sharon added another
layer to the lesson and had students analyze “different biblical sources about respecting
teachers” (Lesson Reflection, June 22, 2021).
The carefully constructed lesson engaged and inspired Ms. Sharon’s seventh
graders to “share their personal stories about respect” (Lesson Reflection, June 22, 2021).
Ms. Sharon described how her girls were “very engaged in discussions” (Lesson
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Reflection, June 22, 2021). One student even wrote “a very well-thought-out letter
thanking” Ms. Sharon for “everything they had learned all year” (Lesson Reflection, June
22, 2021).
Ms. Sharon thought for a moment, “Feedback, whether it's, um, the fact that
they're engaged, the fact that they seem interested” (Transcript, April 11, 2021) has
boosted her confidence and sense of self-efficacy.
Professional Development: Collaborating towards Success. A big area of
struggle for Ms. Sharon is managing dialogic discussions. Ms. Sharon has been impacted
by some bad experiences, “I’ve been in classrooms, where I’ve lost control” (Transcript,
April 11, 2021). She continued, “Once that happens, you’re, like, doomed” (Transcript,
April 11, 2021). Therefore, she usually “aims for, you know, a quieter conversation, let's
say more of a, they are raising their hand type of conversation back and forth with the
teacher and then with another student back and forth with the teacher,” which she feels
are “more controllable” (Transcript, April 11, 2021). Ms. Sharon continued to reflect,
“once they do get, like, very excited about a conversation, it's hard to get them to calm
down and not be loud and not interrupt and not disrupt” (Transcript, April 11, 2021).
Yet, Ms. Sharon values engaging students with conversation and wishes she had
someone to coach her through the process of setting expectations during dialogic
discussions, such as “having the girls, you know, know how to stop when they have to
stop or keeping the decibels at a certain level” (Transcript, April 11, 2021). She looked to
the teachers around her for support and noticed that one teacher “used a timer in the past
to tell them when time’s up, let’s say for certain conversations and turn and talks”
(Transcript, April 11, 2021). However, she laughed, “if they’re all engaged in their
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conversation, they wouldn’t know if a clock were stuffed under their face” (Transcript,
April 11, 2021). Ms. Sharon is sure “there are ways to help, you know, manage, let’s say,
a conversation, a discussion that’s going on in the classroom to keep it respectful and
productive” (Transcript, April 11, 2021), but she is unsure of what they are. Ms. Sharon
reflects, “um, I guess ideas would be nice to have” (Transcript, April 11, 2021).
Ms. Sharon would take “any help” she could “on how to keep the interest and on
how to take dry material, the digestive system” because she wonders, “you know, how do
you make that more exciting?” (Transcript, April 11, 2021). She wishes one of the “many
inspiring speakers in the world” or one of the “amazing educators that are at Heinemann
or Columbia, or wherever they might be” would “just waltz into my house right now and
share some great ideas” (Transcript, April 11, 2021).
Thinking about Columbia University, she reminisced about her week-long
experience at the Writing Institute at Teachers College’s Reading and Writing Project,
...Like just from let's say that, um, class we went to in Columbia last
summer or two summers ago. Where they, um, these were dynamic people that
believed in their material, and they were passionate about it and were able to give
it over in that way. Where- and they also gave it over also with, um... not dry,
always with a story, exciting story or you know, some sort of visual aid on a
computer on their whatever smartboard thing, whatever they used. I feel like
there's just so much, there's so much helpful stuff out there just different ideas
from different people are amazing.
I mean, I could, I could really tell you like, I remember, you know, that,
um, you were there also, when we were at Columbia, you know, this woman
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wrote up this whole- this teacher was, was telling us her whole story. Now she
was working on, obviously on writing. Um, so she made it- I don't know if she
made up her whole story. But she, she pretended not to make up a story. She
pretended that this really happened with her every detail, and she made it very,
um, real.
So, I feel like just watching her and showing like, why was I interested in
what happened to this woman when she was a kid and attacked for whatever that
was for her and her friend. So why was I so interested? She made it interesting.
So, the fact that I feel like I saw that, like I see, you know, I kind of feel like... all
teachers in a sense are on stage. We're all kind of performing- to some degree,
right? Because that's the way the kids are interested, you have to make it exciting,
you have to make it a little bit that you're performing for them, that you're
standing in front of a room, whether it's 10, 20, or 30 kids, and they're all looking
at you.
So, you are kind of on stage. And they really only want to pay attention to
you, if it's a good stage, and it's a good performance. If it's boring, they're out.
And I don't- I don't think you have 120 seconds before they're out. They're going
to right away say goodbye. And they're done for the next- the whole class. So, I
feel like those are the most, um, helpful when you know- when you see a class or
you hear, um, stories that you can use in the classroom to keep their attention. I
feel like that's the key- to just hold on to their attention, grab, grab them, however
you might do it.
Ms. Sharon, Transcript, April 11, 2021
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Being that Ms. Sharon is so new to the field, she spends a lot of time searching for
resources to help find engaging materials to inspire dialogic discussions among her
students. She explained that,
I do look constantly for, um, let’s say, media, um, you know, different websites,
teacher support, like Teachers Pay Teachers, or, um, there’s a website, um, pause,
that’s dedicated to kindness, because I’m trying to teach them for the most part to
be good people.
Ms. Sharon, Transcript, April 11, 2021
Ms. Sharon elaborated on her process, “resources are amazing, but it’s hard”
(Transcript, April 11, 2021). She continued to express her frustration. She has found
“...so much good stuff, you know,” but “you have to, like, plow through them. There’s so
much to find- what’s good?” (Transcript, April 11, 2021). There are “even methodologies
of getting kids to interact and ideas” (Transcript, April 11, 2021). Ms. Sharon thinks, “it
would be so nice if they like, I got an email in my inbox with the helpful information. I
don’t have to go search for it” (Transcript, April 11, 2021).
Towards the end of our conversation, Ms. Sharon reflected on how her students’
experiences could help guide future lesson development. She wishes she got “more
feedback from kids, honest helpful feedback from kids would be nice” (Transcript, July
4, 2021). She proudly shared a thank you card she had just received from one of her
students, Daniella. Receiving a detailed card, showed Ms. Sharon that “kids have a lot to
say, and they are very smart” (Transcript, July 4, 2021). Daniella recognized how Ms.
Sharon, “worked so hard, preparing each lesson, with videos, stories, and so much more”
(Artifact, June 22, 2021). “Each lesson was packed with valuable, character traits that I
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learnt so much from,” Daniella wrote (Artifact, June 22, 2021). She ended her letter with
a blessing for her teacher “May it be God’s will that you continue to teach these values,
so that you and your students can benefit from learning them” (Artifact, June 22, 2021).
At the end of our conversation, Ms. Sharon reflected with pride, “The smart kids
appreciate learning, and they know what works for them, almost better than the teachers.
They know how they learn best” (Transcript, July 4, 2021).
Rabbi Myerson: Guiding on the Side
...without clarity, you have no joy. So, if you're looking for joy, then you have to
have clarity, and you're not going to have that unless you, unless you have some kind of
back and forth of a discussion in the learning.
Rabbi Myerson, Transcript, April 7, 2021
Over the past nine years Rabbi Myerson has been in various roles in education.
He has mostly been teaching text-based Judaic subjects, such as Gemarah (Talmud),
Chumash (Bible), and Halacha (Jewish Law). First, he was a fifth-grade Judaic studies
teacher, then an administrator, and finally a seventh-grade Judaic studies and a Middle
School Science teacher. Throughout, he has spent a lot of time experimenting with
dialogic discussions through a continuous process of “trial and error” (April 7, 2021).
Before meeting with Rabbi Myerson, a seventh grade Talmud teacher in a
Southwestern Orthodox Jewish day school, I assumed that “he may not have had any
formal educational training,” and figured that “he does not realize that he is using
research-based methods to guide students as they close read texts” (Reflexivity Journal,
April 7, 2021). Therefore, I went into the interview with “an open-mind” and was
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cognizant of listening “for those moments of dialogic experiences, even though he may
use layman’s terms to describe experiences” (Reflexivity Journal, April 7, 2021).
However, Rabbi Myerson “really took me by surprise” (Reflexivity Journal, April
7, 2021). Rabbi Myerson is not only an educated teacher, with a master’s degree in
Education, he is the first teacher whom I have spoken with who deeply values dialogical
discussions, because he has personally experienced them as a student, as well as an adult.
He passionately described his experiences,
I guess the most, the primary thing is coming from my own experience in
my own studies, you know, many years in yeshiva, this is the, this is what we do,
you know? It's, you know, we used to- two people sit together, and they sit in
front of a text, and they work at it together as a team back and forth.
And, you know, one of them may read the text and, you know, the other
may be reading along quietly or, or vice versa, or, you know, sometimes,
sometimes even, you know... we'll... you know, I'll say to my Chavrusa, or they'll
say to me, ‘Listen, let's let's take two minutes to look at it over ourselves’, and
then we'll, we'll get together for discussion. So, it's literally that's, that's it's my
lifeblood, you know, I learned at Yeshiva for 20 years.
Rabbi Myerson, Transcript, April 7, 2021
Pursuing Values: Inspired Risk-Taking and Problem-Solving. Rabbi
Myerson's immersive and broad experiences with this type of instruction as a student has
resulted in him tremendously valuing the methodology. After years of passionately and
dialogically studying the Talmud, Rabbi Myerson was determined to teach his students
how to collaboratively delve deeply into the text. While his “formal education…
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informed a little bit of how to do it, just in terms of importance,” Rabbi Myerson
emphasizes that his “primary source of, you know, how I wanted it to look” (Transcript,
April 7, 2021) came from his own dialogic experiences. He reflected for a moment,
“Even before I became a teacher, that’s, that’s something that I wanted to have as part of
my classroom” (Transcript, April 7, 2021).
Rabbi Myerson elaborated on the structure of his dialogic lessons, which he has
developed from his own experiences,
So, yeah, so we would start off, I would start off with, with a text that
they're not familiar with. So, let's take a Gemarah (Talmud), for example. I have
translation sheets where we're looking at, at, you know, all lines from the
Gemarah written out without any translations. And we're going to go around the
classroom, everybody to work on translating it, and that may require me to give
them some kind of background information, or some kind of introduction, so that
they're, they kind of, they understand where we're going. Otherwise, you know,
we're just translating it into thin air.
So, I give them some background information. This is what I was going to
do today. We're going to ask. There's going to be, there's going to be a question.
There's gonna be an answer. There's gonna be a proof. There's gonna be some
kind of discussion about this topic in the Gemarah.
And if they need, if there's any unfamiliar terms, I'll clue them in before
we start, and then we'll start with the text. And, usually, I'll go through my system
as I go around the classroom.
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So, you know, we start from the back row, and it works out, you know,
works its way across. Everyone, I write on the board, as well as they do on their
papers, the translations of each line. And as we go along, you know, obviously
when it's each person's turn, they get an opportunity to, to, to sharpen their
translation skills. I help them you know, arrive at the correct translation, and then
everybody copies it down.
After that, we have a discussion about what the Gemarah is talking about.
And then usually it's, it's at that point, either at that point, or I'll read over the
Gemarah, myself one or two times, just so they have, you know, a fluency in it.
And I will break them up into pairs or groups. And they can, and they work with
each other to go over the text and to, you know, call questions or clarifications.
But at that point, so that's usually, I would say that's at least at least over an hour
into the lesson.
Rabbi Myerson, Transcript, April 7, 2021
After giving over a well-structured lesson, which focused on clarifying the text,
Rabbi Myerson’s students split up into groups for between six to twelve minutes to
further analyze the text. During dialogic discussion time, Rabbi Myerson checks in with
small groups of students to assess comprehension and clarify topics. If he notices that a
few groups are struggling with “specific understanding, a challenge,” he will regroup the
class and “some of those issues … I’ll want to address at that point” (Transcript, April 7,
2021). He clarified that Gemarah analysis is “a lot more open-ended than a traditional
lesson,” and “it’s not like it’s over” (Transcript, April 7, 2021). He explained that
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“tomorrow’s the same '' and “everyday kind of it begins with yesterday’s materials,
because it’s usually connected to the day before” (Transcript, April 7, 2021).
While Rabbi Myerson has developed a clear structure for facilitating text-based
discussions, the implementation process is often fraught with obstacles. Rabbi Myerson
explained, “One of the biggest challenges, especially, you know, in middle school is that
its biggest strength is sometimes its biggest weakness, which is that you pull the teacher
out of the equation” (Transcript, April 7, 2021). While students “are more readily willing
to listen and focus when it’s their peer, rather than when it’s their superior,” Rabbi
Myerson reflected that “it leaves things open for, for a lot of messing around”
(Transcript, April 7, 2021).
He took a moment to consider his seventh-grade boys who “are not focused” and
end up “interspersing the focusing on the material with the discussions about all kinds of
other unrelated topics” (Transcript, April 7, 2021). Those students may not be able to
engage in text-based conversations, because they “don’t have clear what I taught, you
know, even some of the most basic points” (Transcript, April 7, 2021). Therefore,
dialogic time provides Rabbi Myerson with an opportunity to clarify the material for
those who need more one-on-one instruction.
It was during Rabi Myerson’s “ten years of like, this type of learning” and
studying with all the “different personality types” that he learned how to connect with
individual learners. He explained, “Obviously, you don’t learn with one Chavrusa (study
partner). There were many over the years” and “that’s a long time of figuring things out”
(Transcript, April 7, 2021). He continued to reflect, “So you learn different, different
personality types, the way people think, and the ability to, to get, to get to a comfortable
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conclusion, to work through things learning with another person” (Transcript, April 7,
2021). Those experiences helped Rabbi Myerson develop skills he needed to reach his
seventh-grade students, who are various types of learners.
Rabbi Myerson appreciates small group dialogic discussions, because that is when
he “talks to two people” and “can accomplish way more than when I’m talking to 18
people” (Transcript, April 7, 2021). He tremendously values those moments when he is
“stuck with a group for three, four minutes to clarify something or to help them to the
point, and they’re really accomplishing a tremendous amount” (Transcript, April 7,
2021). Yet, while he is accomplishing so much with one group, he ruminated about the
“boys who are falling off the bandwagon on the other end” (Transcript, April 7, 2021).
Rabbi Myerson elaborated on this struggle, “If I have a class, I have 18 boys in a
class…so that there’s a lot of, there’s a lot of groups” (Transcript, April 7, 2021). He
mused that he feels that there is “an issue of, like, of manpower” (Transcript, April 7,
2021). He dreams of “the amount that I could accomplish” if he had “another two or three
adults in the room to manage each subgroup” (Transcript, April 7, 2021).
However, Rabbi Myerson pushes through challenges, despite being on his own,
by continuously reflecting on the power of dialogic discussion to engage students on a
much deeper level than lecturing. He mused,
I feel that that, that no one can really assimilate knowledge, you know, to
the point where they feel a real sense of clarity, unless they, unless they own the
learning. And no one can own learning that someone else, where someone else is
doing the talking.
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We, pause, concepts can be understood like it, you know, when a person
sits and listens to something, so they're, they're engaging in uh... in uh.. they're
engaging in learning from, from a, you know, from, from as a listener. You don't,
you don't actually, a person can't feel it in their bones, it doesn't, it doesn't actually
go in all the way. They can understand it, they kind of listen to it, but then, you
know, you ask them the next day, it's like, I think you said something like, they
don't actually achieve clarity in it.
But when you tell them, ‘Okay, stop, I want you to repeat to me, or repeat
to your friend or talk to each other about what its is’ and then all of a sudden, their
mind has to turn on to a new level, because they have to actually say it out. And it
has to make sense to them as they're speaking it. So, it's just a different world.
And the clarity that they achieve with it is, is, is on a different scale.
Rabbi Myerson, Transcript, April 7, 2021
Hence, even though, Rabbi Myerson may struggle to facilitate dialogic
discussions when his 18 students are partnered into small groups, he will intersperse his
lectures with “a quick discussion with someone for more than 30 seconds” whenever
“someone doesn’t have it clear” (Transcript, April 7, 2021). With those brief
conversations, Rabbi Myerson mused,
We could achieve a clarity that’s way beyond what happens when I taught it just
from frontal teaching, because the student has to actually, you know, their mind
has to turn on in a way where they have to actually repeat the information in a
way that makes sense.
Rabbi Myerson, Transcript, April 7, 2021
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Clarifying Expectations to Build Competence. Despite Rabbi Myerson’s deep
passion for teaching his students how to have dialogic Talmudic discussions, in his first
years, he did not realize that he had no idea what to expect until he began implementing
the lessons in real time. He wryly reflected on his early years, “I think that I naively
assumed...I wanted to have a classroom run in a way that included a lot more of that type
of instruction” (Transcript, April 7, 2021). However, he did not even realize that what he
assumed were classroom norms were routines that had to be developed.
He continued to reflect on his naive assumptions, “I don’t think that I totally took
into account, you know, what it actually looked like, you know, in a real-life setting,
especially when I taught fifth grade for those two years” (Transcript, April 7, 2021).
Those early years were “definitely a big learning curve for me,” and thinking back, he
now realizes that “it’s something that needs a lot of forethought and a little experience to
be able to put into practice effectively” (Transcript, April 7, 2021).
Despite needing to develop his dialogic teaching skills, Rabbi Myerson did enter
the classroom with the advantage of knowing exactly what an ideal text-based
conversation looked and sounded like. He reflected on his vast experience studying and
discussing the Talmud, “two people sit together, and they sit in front of a text, and they
work at it together as a team” (Transcript, April 7, 2021). Those experiences were “his
primary source of, you know, how I wanted it to look like” (Transcript, April 7, 2021).
Yet, over time, Rabbi Myerson learned to take what he knew about dialogic
discussions as a student and develop those concepts into effective instructional methods.
Thinking back to his early years, when he worried that he “needed to finish my formal
part of my lesson,” and if he took a step back to allow his students to engage in dialogic
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discussions “that was going to be the end of it” (Transcript, April 7, 2021). As a new
teacher, it was “more difficult to feel that confidence,” and he “didn’t really own that
room and occupy that space fully” (Transcript, April 7, 2021). In those early years, he felt
like opening the class to dialogic discussions would be like pulling “their finger out of the
dike” and once “water comes crashing down, there’s no way for them, for them to stem
the tide again” (Transcript, April 7, 2021).
Now that he has “gained more confidence as a teacher,” he sees “that it’s not the
case” (Transcript, April 7, 2021). He reflected, “I feel, I feel more enabled, or more
willing to do this on a regular basis, you know, I don't feel like I'm losing my classroom, I
feel confident that I can” (Transcript, April 7, 2021).
After years of developing expectations through “trial and error,” Rabbi Myerson
now finds dialogic discussions “easier to implement” (Transcript, April 7, 2021). He
reflected on how clarified expectations have developed his sense of self-efficacy,
I can, I can teach a little bit, I could teach for 15- 20 minutes, a half hour. I can
have them break off into groups. I can teach a little, you know, another, you
know, another 15 minutes, and then break them off into groups again. And I think
that, that having that kind of level of confidence and control in the classroom is
definitely very important.
Rabbi Myerson, Transcript, April 7, 2021
Rabbi Myerson took a moment to reflect on his thoughts, “One of the most
major one of the most critical parts of this, for this to be able to work in a middle school
setting is that a teacher needs to feel that they have control of the classroom” (Transcript,
April 7, 2021). Rabbi Myerson elaborated on his thoughts,
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So, I think that that's, that's a very critical part of making this work in a middle
school setting is being able to have the confidence that you can, you can open it
up and allow the allow there to be noise and allow there to be discussion, a little
bit of rowdiness, and maybe a little distraction. But at the same time, you can
bring them back.
Rabbi Myerson, Transcript, April 7, 2021
Professional Development: Collaborating towards Success. After spending the
past nine years honing his own practice and developing his pedagogy through “trial and
error” (Transcript, April 7, 2021), he reflected on how he can help other teachers develop
the confidence to trial dialogic discussions.
Rabbi Myerson believes that a prerequisite to experimenting with any new
pedagogy is a supportive school community, where risk-taking and growth are
celebrated. A novice teacher might be hesitant to try a dialogic discussion which may
appear “on the outside to be mayhem” (Transcript, April 7, 2021). However, if the school
community understands “that a classroom has many types” and “a classroom can look
like mayhem and that actual learning is going on during that time, it can go a long way
into allowing, you know, to tell the teacher they should feel confident” (Transcript, April
7, 2021).
When I asked Rabbi Myerson to share his views on professional development and
“the most effective ways to train teachers in implementing dialogic discussions”
(Transcript, April 7, 2021), he hesitated before answering. He considered his words
carefully, “maybe this is not something that’s a skill that needs to be learned,” because “if
a teacher doesn’t appreciate the importance of it and is not inspired to do it in their
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classroom, to recognize the benefits of it, so it's never gonna happen” (Transcript, April
7, 2021).
Hence, before trying to teach a teacher the technicalities of implementation, Rabbi
Myerson believes that a coach needs to show the value of the method. Teachers won't
risk implementing discussions if they don't see the value in them. Rabbi Myerson
elaborated on how to explain the value of the method,
So, the first point needs to be, to realize that this fact that, pause, that the clarity of
the students will only be fully achieved when they are able to articulate the
learning on their own. They're able to assimilate the information to the point
where they can explain it back to you, or they can explain it to a peer. If they got
it, pause, unless they're inspired to see that and to realize that they're never going
to do it. That's point number one.
Rabbi Myerson, Transcript, April 7, 2021
Rabbi Myerson identified another facet of dialogic discussions that cannot be
taught. He contemplated that “if a teacher doesn’t have the presence in the
classroom...it’s very unlikely that the teacher will ever do that” (Transcript, April 27,
2021). He described his vision of an ideal professional development, which would focus
on building the
...confidence that a teacher should feel like they, they have theirs, they own, they
own that room, at their will they can have them break off. At their will, they can
have them come back. And you don't have to feel like they don't have to, they
don't have to hold their fists so tight around their classroom. You know, with the
confidence that they can, they can let go a little bit.
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Rabbi Myerson, Transcript, April 7, 2021
Rabbi Myerson continued reflecting on how to develop a young teacher’s sense of
confidence. He believes in inspiring teachers “to have the breadth, being able to open up
and broaden even, even within the knowledge that you're teaching” (Transcript, April 7,
2021). He explained his thoughts,
...maybe the student will come up with another way of doing it, or maybe the
student will ask questions and challenge the way that you have to, you have to be
able to kind of, you know, open up and allow, and be really confident in your own
knowledge and the ability to say, I don't know when questions come up.
Rabbi Myerson, Transcript, April 8, 2021
At the end of our conversation, I asked Rabbi Myerson the secret to helping a new
teacher develop the flexibility needed to facilitate dialogic discussions. His answer was
frank, “A person has to work on their humility. What should I say, you know?”
(Transcript, April 8, 2021). He strongly believes a teacher needs the confidence and
humility to constantly be in a learning mindset, “having that understanding that you're
also learning and you're also growing, and you're also developing your knowledge”
(Transcript, April 8, 2021).
True to his word, as “the guide on the side, not the sage on the stage,” Rabbi
Myerson is always asking his students, “OK, let’s hear what you guys have to say; let’s
hear what you can come up with” (Transcript, April 8, 2021). Rabbi Myerson
appreciates learning and discussing alongside his students, because “A person has to
realize that the world is a big place, there’s a lot of knowledge, and things are still being
discovered” (Transcript, July 14, 2021). Maintaining that growth-oriented perspective, he
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asserted, is what will take a teacher from rigid lecturing to confident facilitation of
engaging dialogic discussions.
Mr. Solomon: Striving for Equity with Dialogic Coaching
… dialogic instruction was intentional, the actual, how to do it was sort of a wing
and a prayer type.
Mr. Solomon, Transcript, April 21, 2021
Mr. Solomon began the conversation by sharing how he entered the field of
teaching in mid-thirties, when he was diagnosed with cancer. He wanted to do something
more with his life and became an English Language Arts teacher for at-risk youth,
working primarily with incarcerated girls. Currently, he is teaching and coordinating the
middle school math program for a southwestern Orthodox Jewish day school.
Having lost his mother as an adolescent and struggling through rough teenage
years, he is passionate about giving under-privileged youth a chance at success. Teaching
is more than a job. It is a higher calling for Mr. Solomon, and he deeply wants to engage
his students and help them develop skills for independence. Mr. Solomon explained,
“That these experiences have formed a perseverance that have continued into my
educational career” (July 2, 2021). He elaborated, “and that was a habit I built because
some of these experiences, you know, like, like working with at-risk kids, you don't just
get it right on the first try” (July 2, 2021).
Pursuing Values: Inspired Risk-Taking and Problem-Solving. Early on in his
career, Mr. Solomon discovered the benefits of dialogic discussions, even though it was
not a pedagogy with which he had had much experience. He “didn’t want English
teaching be rote instruction” (Transcript, April 21, 2021). When he looked at what other
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teachers were doing, “it wasn’t working and students were bored, so [he] tried doing
some discussion” (Transcript, April 21, 2021). However, experimenting with a novel
pedagogy as a novice teacher was risky and “scary” (Transcript, April 21, 2021). Mr.
Solomon reflected on how he was concerned about “how it looked from the outside to an
observer” (Transcript, April 21, 2021). There were lots of conversations going on, kids
were pairing up with each other, and it looked messy. He “was worried that would reflect
badly on me” (Transcript, April 21, 2021).
Yet, Mr. Solomon knew the skills he was developing with dialogic discussions
were important ones, especially for the at-risk youth who were his students. As he
facilitated intense debates and discussions, he taught his pupils “it’s okay to disagree, or
it’s okay to discuss things, and, and come to an understanding” (Transcript, April 21,
2021). Mr. Solomon reflected that “so many of them were convinced that you won an
argument or a discussion by being the loudest or the most intimidating” (Transcript, July
2, 2021). He valued these discussions and empowered his students by teaching them how
to articulate their opinions with words, rather than fists.
Of course, there were frustrating moments when all he could think was “God!
This is just not working,” and gave up but that was “a disservice to my students”
(Transcript, April 21, 2021). Yet, Mr. Solomon proudly stated that “over the arc of my
teaching career I’ve pushed through” (Transcript, April 21, 2021). He reminisced over
the amazing feeling of being able to give incarcerated and underprivileged youth the
ability to experience the joy of engaging in deep dialogic discussions,
I love wrapping up a dialogical discussion and saying okay these are some
amazing things that I heard you say, and pointing out students and saying look,
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you know, so and so was an excellent listener. I really liked watching so and so
restate, I liked that you got in depth of a talk. You know that you talked about
things like... you know like racism or something like that. These, these were
charged topics. And so, you know, to be able to stand in front of a class and say
that rather than, you know, the answer number seven is be is, is, is a better
experience.
Mr. Solomon, Transcript, April 21, 2021
Mr. Solomon elaborated on his passion for engaging students and excitedly
described the power of dialogic discussions to engage students. It is not easy to inspire atrisk and middle school youth to “take personal responsibility” and “generate their
passion, or their intensity, or their commitment” (Transcript, April 21, 2021). Yet, when
Mr. Solomon passionately described how when he used accountable talk prompts to
“spawn a dialogic discussion” about a controversial text to “build a deeper understanding
in my students” (Transcript, April 21, 2021), his classes came to life. These moments of
deep, animated discussions justified the risks and challenges of facilitating seemingly
messy, chaotic debates. Mr. Solomon reflected that “as I became a more confident, and
seasoned teacher, I became less concerned with those sort of outside perceptions”
(Transcript, April 21, 2021). His biggest hurdle of worrying what his classes looked like
to outsiders was no longer a concern, because his students were engaged and his “classes
had waiting lists” (Transcript, April 21, 2021).
Clarifying Expectations to Build Competence. Mr. Solomon emphatically
described how, in his early years, he knew the value of dialogic discussions but was
concerned about “maximizing the technique” (Transcript, April 21, 2021). He ruminated
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about how “there’s so much content, that anything we can do, we need to bring the
maximum benefit” (Transcript, April 21, 2021). His experiences trialing dialogic
discussions in his classes showed him its benefits.
Yet, he “had supervisors or colleagues that don’t do it and don’t understand it, so
they’re not able to give me feedback to improve it” (Transcript, April 21, 2021). He
described how “15, 16 years ago, there was like- no one came to you and said why don't
you do dialogic discussion, I mean people just didn't have it” (Transcript, July 2, 2021).
Therefore, Mr. Solomon really struggled to identify expectations for a successful dialogic
discussion.
Furthermore, Mr. Solomon had little experience with dialogic discussions as a
student. He remembered participating in highly structured transactional literacy
discussions during his own elementary schooling, where he was assigned a role such as
timekeeper, materials manager, etc. He elaborated on his experience, “So, but when I was
in elementary school. It wasn't a discussion, or if it was it was self-control, that you were
almost. It was almost a robotic performance of what you needed to do” (Transcript, July
22, 2021). Then in college, his professors encouraged him and his peers to engage in
haphazard discussions. It was not until he began trialing discussions in his own classes
that he really had the opportunity to figure out what to expect.
Having no professional learning community and very little direction, Mr.
Solomon began piecing together valuable bits and pieces of various professional
development opportunities he had experienced to identify dialogic discussion goals. Mr.
Solomon read Cris Tovani’s book, I Read It, But I Don't Get it: Comprehension
Strategies for Adolescent Readers. He attended a couple of EdWeb webinars. He found
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that “most things you read, watch, view or attend for professional development have a
nugget of utility or usefulness in them” (Transcript, April 21, 2021). He connected the
dots between these professional developments to help him gain a sense of the goldstandard for dialogic discussions.
Mr. Solomon asserted that a curriculum coach had been most helpful to him. It
was a mentor teacher, who worked with at-risk youth, that had the biggest impact on him.
He taught Mr. Solomon the basics of dialogic discussions and introduced him to
accountable talk prompts. The “feedback in real time as you’re going out and doing
this… is very important” (Transcript, April 21, 2021). He remembered how he often
discussed ideas or challenges with his mentor teacher who encouraged him to keep doing
what worked. Mr. Solomon reflected that “I think without that feedback, coaching,
whatever you want to call it, I'm not sure I would be doing it as much or as well as I'm
doing” (Transcript, July 2, 2021). Those were the most powerful learning experiences for
him.
However, Mr. Solomon was mostly his own coach. He built his experience and
expectations through a series of trial and error and “learned it when I tried it, and it
worked” (Transcript, April 21, 2021). He filled his toolbox with effective techniques he
had trialed in the classroom as he “stumbled into something that really worked”
(Transcript, April 21, 2021). He proudly an anecdote about how he developed his most
powerful method of encouraging students to restate their partner’s position in a nonconfrontational way,
I can remember the exact, that I was teaching Margaret Atwood's Marrying the
Hangman, which is a great poem about a woman who is going to be put to death
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unless she seduces another prisoner into becoming the Hangman. It's based on a
supposedly true story from the 1800s in Canada, and it is a- it is a very, it's very
fraught with, with, is this an ethical thing to do? What would people do for
survival? And for, you know, without knowing some people's background, it can
bring up some pretty intense feelings, and that spawned an argument, you know,
especially an argument that in this case and went... sort of divided among gender
lines. And, so, I actually had- I divided it in gender lines, and I had them switch
roles. I said, ‘Okay now, if you're a- if you're a male, take this female perspective,
you know, and if you're female, take this male perspective,’ and it was very
productive. But it was almost stumbling into something that really worked.
Mr. Solomon, Transcript, April 21, 2021
As Mr. Solomon develops his practice, he develops his understanding of what to
expect. He has learned what works and has a bag of tricks for when things go wrong.
These clear expectations garnered from years of experience and bits and pieces of
professional learning opportunities have developed his sense of self-efficacy and
confidence, as he facilitates dialogic discussions. He explained that the “first time you do
something, and it works, you repeat that again and again, and you start to have techniques
for, for moments” (Transcript, April 21, 2021). He confidently elaborated,
So, you start knowing what to do in certain instances, how to defuse an argument,
how to guide students to accountable talk, how to get students to talk to each other
for more than five seconds. And so, you know how to teach one student, to probe
another student for more depth. And so, once you know some of those things,
you're able to fall back on them when something's going on. And that, that
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improves your competence because you're not always worried about what's going
to happen. There's sort of this ‘I got this mentality’.
Mr. Solomon, Transcript, April 21, 2021
Professional Development: Collaborating towards Success. Now that Mr.
Solomon has developed his own set of expectations for dialogic discussions, he wishes
someone had modeled the method for him in his early years. Had he known “intense
discussion is not argument” and “how to tell students it’s okay to disagree, or it’s okay to
discuss things” (Transcript, April 21, 2021), he would have felt so much more confident
in his early dialogic discussion experiences.
Mr. Solomon regretfully shared that he does not believe “there’s a lot of good
professional development around this” (Transcript, April 21, 2021). He was lucky enough
to have had a good mentor teacher who guided him during his work with at-risk youth.
However, “there’s this gap between where it’s practiced and where the professional
development is going on” (Transcript, July 2, 2021).
He continued reflecting and then, described his idea of the most ineffective way to
train teachers in dialogic discussions,
It's where you're broken up into groups and encouraged to have one. And I think
this is a very poor way to train teachers, because if you don't give teachers very
specific instructions on how they are going to do something, they tend to break
down into what they already know or conversation.
Mr. Solomon, Transcript, April 21, 2021
When introduced to a new topic, teachers need to clearly understand expectations.
In Mr. Solomon’s experience, when PDs are not well-developed, expectations are unclear
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and new ideas are not effectively communicated. In contrast, Mr. Solomon described
“some of the most positive experiences” (Transcript, April 21, 2021) he has had with
dialogic coaching. He believes that that the best way to learn a new pedagogy is to
...learn it from another teacher or learn it from a curriculum coach, get support
because then you're getting feedback in real time as you're going out and doing
this. So, I think that observation, peer coaching model is very important.
Mr. Solomon, Transcript, April 21, 2021
Now, as an experienced teacher, Mr. Solomon helps novice teachers develop their
senses of self-efficacy through constant collaboration and ongoing feedback. He does for
others; what he wishes he had had. Because he learned the most from an informal mentor,
Mr. Solomon tries to do the same for his less experienced colleagues and be that
supportive coach who is there when something goes terribly wrong, and he can provide
practical advice for tomorrow’s lesson. He elaborated on how he teaches new teachers to
use the same process, which has worked so well for him,
I think, I think my mentoring process is a lot like any kind of any other process. I
encourage them to use it. And then I encourage them to keep the pieces or
practices that are successful and repeat and improve over time.
Mr. Solomon, Transcript, July 2, 2021
Mr. Solomon’s elaborated on his description of gold-standard professional
development, which guides teachers through the “process of how we examine a
curriculum for moments or areas where dialogic instruction can be used effectively”
(Transcript, April 21, 2021). He believes in setting expectations for teachers with the
gradual release model. Use “a curriculum that models it and allows teachers to participate
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in it and practice it, because I think you don’t teach something until you’re confident you
can do it yourself” (Transcript, April 21, 2021). He tries to be that coach “who knows
how to push through” (Transcript, April 21, 2021).
Mr. Solomon ruminated about those early years of trial and error, which would
have been so much easier had he had a coach, like himself, to help him set expectations.
He wishes he had had “like an emergency manual, but if you can’t get kids- like try this”
(Transcript, April 21, 2021). Now that Mr. Solomon has filled his teaching toolbox, he
will help fill the toolboxes of struggling novice teachers,
...I'll do that a lot. Like, like other techniques- when things aren't going well, ‘try
this, try having them switch roles, try having them, you know, write a thirty
second letter to each other or something like that’. And, and I didn't have those,
and I still don't think I have all of them.
Mr. Solomon, Transcript, April 21, 2021
In his experience, coaches need to provide “concrete prescriptive step-based
professional development, so that teachers can grab on to it, but the nature of dialogic
discussion is that it needs to be adaptive” (Transcript, April 21, 2021). Mr. Solomon
elaborated on his thoughts,
And I think that that is a PD that arcs over time. Maybe, maybe that's what I'm
getting at... is... I don't think this is a PD that you can go in, do two hours on a
Saturday morning, and walk away with the ability to do this. I think that this, this
PD is a refinement process. And that's, that's sort of- but so much PD is, is here's
your box, open it, take it home and do it now perfectly. And I don't think that's
possible with something like this.
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Mr. Solomon, Transcript, April 21, 2021
Mr. Solomon philosophically shared with me a bit of advice he often shares with
his proteges, “I think a great deal of teaching is just theft of other teachers’ good ideas, or
repetition of things you did that were successful” (Transcript, April 21, 2021). This
balance of learning from others, while making it your own is a philosophy that Mr.
Solomon strongly believes in, “...this, I think, is the struggle with any sort of PD,
especially on dynamics like this” (Transcript, April 21, 2021). Therefore, Mr. Solomon
believes that the best PD happens over time and gives teachers scaffolds and then gives
them the space to implement and then gives feedback. In doing so, he hopes that he can
inspire more of his colleagues to “be the people that are willing to embrace it and get
them moving and hope they drag the rest of the field” (Transcript, April 21, 2021).
Ms. Mandy: Peer Coaching by Example
Ms. Mandy began her teaching career in early childhood classrooms supporting
struggling students. More recently, she has begun working with at-risk middle school
students and provides extra coaching for students who find reading and writing
challenging. She works with small groups and teaches two full-size classes. As the inhouse special education teacher, she is working with the most challenging students, so
teachers are always looking to her for advice. She is not officially coaching her
colleagues, but Ms. Mandy admits to “trying to do it very surreptitiously,” but
...deliberately… you know, in a friendly type of way that it’s just like both of us,
‘Oh, I was kind of thinking of this and what do you think about that’… like we’re
friends, and it’s an idea that popped into my head’.
Ms. Mandy, Transcript, April 12, 2021
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Ms. Mandy was recently promoted to Director of Student Services for the
upcoming school year, which has made her voice even more valuable within the school
community.
Pursuing Values: Inspired Risk-Taking and Problem-Solving. Ms. Mandy
thinks back to when she first heard of dialogic discussions in college, and she was
“thinking more of early childhood students, so it’s more, you know, say letters or
pictures” (Transcript, April 12, 2021). She remembers thinking “it’s a great technique,
and it’s a great approach to get children to actually speak… what’s on their minds”
(Transcript, April 12, 2021). Now, that Ms. Mandy has moved into middle school, the
approach has become even more valuable. She explains,
That’s the main skill we’re working on- is getting them to analyze, so, um… if
you see a text or see a line in the book, if they can bring it out, and we can start
having a conversation. I just think it’s a great mode of learning.
Ms. Mandy, Transcript, April 12, 2021
Dialogic conversations with students are opportunities to build relationships,
engaging “with them after class or in between, or even during class” (Transcript, April
12, 2021). As a once reluctant reader herself, Ms. Mandy’s passion for inspiring lifelong
readers is personal. She personally empathizes with her struggling readers who “are just,
you know, they’re just not interested in reading... they like to complain that they don’t
like to read” (Transcript April 12, 2021). Ms. Mandy gets it, because, as she often tells
her students, she “didn’t enjoy reading until I got to around seventh grade, eighth grade,
and what a difference it made” (Transcript, April 12, 2021). She reflected on how reading
transformed her, “Once I started reading, I really- it all changed. I was at the top of my
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class, and I did extremely well, and it changed everything. That changed my confidence
besides for all my academics” (Transcript April 12, 2021).
Therefore, Ms. Mandy invests a lot of effort into figuring out how to engage more
students and show them the joys of reading. She described how she begins by “getting
their attention” and trying “...to work with something that they are interested in”
(Transcript, April 12, 2021). She then tries to engage students in dialogic discussions.
Ms. Mandy takes a moment to process her thoughts about turn and talks,
It’s an effective, um... mode to learn, and they definitely learn from each
other. They'll get the information, and it's just, it's a quick- also it's a quick
discussion. So, you know, they all feel like they are involved, and they all can say
something. It's not just the one person you call on in the class. You know, I do try
to focus on everyone. But, yeah, but everyone is getting to talk, everyone gets to
say their own opinion, and everyone should be saying whatever is coming to their
mind about that.
And then, and then, you know, depending on the teacher, either they say
what the students- they call on the students, and they get information what that
student said. Something interesting that Columbia said, I remember them saying,
teaching, that this is a point where you can just give them information you want
them to hear and learn from that, you know, by saying, ‘Oh, I heard some girls
saying, some students saying this and even if they didn't actually say it.’”
Ms. Mandy, Transcript, April 12, 2021
Ms. Mandy paused for a moment to reconsider her perspective, “I’m not sure that
you’re gonna love this, but the students like more of the classroom, like a full classroom
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discussion” (Transcript, April 12, 2021) She continued to reflect upon why her classes
prefer full-class conversations, as opposed to peer discussions, “the weaker ones… they
just feel like they need to listen… they’d rather just talk out loud with everyone,” and the
more serious students “know that the other girls are going to be feeding off of them, and
maybe they don’t want that… the stronger ones don’t want to do all the work”
(Transcript, April 12, 2021). Ms. Mandy paused again, “I feel like there’s a lot of
different reasons” (Transcript, April 12, 2021).
I encouraged Ms. Mandy to elaborate on her thoughts and asked, “So you kind of
put it on the back burner, because you were trying to engage them?” (Transcript, April
12, 2021). She slowly responded, considering her answer, “Yeah, pause, I think, pause,
let me, let me experiment a little more... pushing back a little bit more to the small
group.” (Transcript, April 12, 2021). I prompted her, “So as far as your value of the
discussions did that go down, because you say ‘Ok, I’d rather engage them than have
them engage in the discussions’” (Transcript, April 12, 2021). She thoughtfully
responded, “Yeah, we’ve definitely had, I think we have good, and we still have very
good conversations, you know, the dialogic conversation was still very good, um…
between me and them” (Transcript, April 12, 2021).
After our initial conversation concluded, Ms. Mandy continued reflecting on the
dichotomy between her value of engaging students and her value of encouraging peer,
dialogic discussions. A few minutes after our interview ended, she requested to add some
more thoughts to the discussion. She shared how at one point this year, students were
overwhelmed by the number of essays they had written, and Ms. Mandy used that as an
opportunity to encourage student discussions. She described what had happened,
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Okay, so this is something that is spoken about how, you know, there were
a lot of- there are too many essays and a lot of teachers felt like there's just too
many essays to put on the students, so we decided that we're going to do
reflections, which we all discussedAnd, yeah, so I helped them use what we said about like the brain, head,
heart- the BHH type of questions. We used that and to come up with great
questions for the students to use, and they- while we were discussing, we were
just reading the book, and they knew it was low stakes- the students, they were
feeling much more, you know, at ease when they know they didn't have these
essays coming up.
So, we had great discussions but then the, so the discussions with this
group, but then they had individual time to sit down and answer a specific, um,
question that made them really think, you know. They used their, um, you know,
we use the what surprised me, but we made it very specific, and we spoke it out,
and I spoke it out with a lot of the teachers and we just- they all they really all
appreciated it.
They felt like that was a very effective way of getting them to, I was trying
to explain to them like, ‘oh, what's the point?’ I was like this is a great way to get
them to analyze, always, like, that's a huge step from sixth grade to seventh grade.
The girls learn to analyze their writing. And I said, you know, so this these
reflections, really, um, help them work on them on the skill of analyzing.
Ms. Mandy, Transcript, April 12, 2021
Once Ms. Mandy spent some time reflecting on and seeing the value of dialogic
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discussions, she began more frequently reincorporating them into her lessons. At first, her
struggling students were complaining about the book, Projekt 1065, by Alan Gratz. At
that point, she decided to use dialogic discussions to engage and involve more of her
students. Ms. Mandy admits to feeling excited and nervous before the lessons, unsure of
“will this go across well or will it flow?” (Lesson Reflection, June 10, 2021).
Ms. Mandy expressed her relief that the discussions charged the classroom with a
positive atmosphere of learning. Questions such as, “Do you agree or disagree with the
mother for encouraging her son to spy?” (Lesson Reflection, June 10, 2021) engaged
even struggling students. Suddenly, all of the students were on-task and animatedly
discussing a book they’d previously been ambivalent about. After this experience, Ms.
Mandy thought back to her earlier hesitations about implementing the dialogic
discussions, because of student resistance. She reflected, “Learning is all about making
mistakes. It’s definitely worth it” (Lesson Reflection, June 10, 2021). She continued to
reflect on her evolved perspective about dialogic discussions,
It's up to the teacher to come up with some really good thoughtful discussion, or
else, it will go stale. To engage the students, to actually have them think… It’s up
to us. The question can’t be for one type of student. You have to come up with a
question that is appropriate for all levels of learning. This was a powerful question
that was interesting for the smart students and understandable for the weak
students.
Ms. Mandy, Transcript, July 5, 2021
Clarifying Expectations to Build Competence. As I reflect upon Ms. Mandy’s
hesitations about dialogic discussions, I think that so much of her anxiety can be
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attributed to unclear expectations about the method. When first learning about the
pedagogy in college, she felt that conversations with students “came intuitively”
(Transcript, April 12, 2021) for her, because she truly valued forging relationships with
students. However, she reflected on how “managing the classroom” was a challenge and
she “couldn't always do those conversations with the students” (Transcript, July 5, 2021).
She wishes she had a “better understanding of what it looked like” (Transcript, April 12,
2021), so that she had a better idea of how to structure each lesson.
Throughout the conversation, Ms. Mandy seemed unsure and confused about the
particulars of dialogic discussions. She hesitantly shared that student “like more of the
classroom, like a full classroom discussion” (Transcript, April 12, 2021) as opposed to
dialogic discussions, when dialogic discussions are not limited to two students. She
continued, “They like a quick turn and talk, but they don’t necessarily like to do the
whole thing on their own” (Transcript, April 12, 2021). I was curious to hear more about
why she thought full-class dialogic discussions were not good enough.
Interviewer: Do you feel that they needed- They needed that frontal, the frontal
discussions to kind of build up their discussion skills, and now you'reMs. Mandy: Yeah, definitely, that's definitely part of it. I feel like for that, it
could have gone either way. I did give them the choice to do it on their own or
with, or as a group and they just, they wanted to do it not alone. I gave them a
choice either do it in small group or large group, and they basically- because they
chose it, I decided to go with it, and I think it was effective. I think it's I just think
it's good for them to have different modes of learning, and you know it's- they
learn from each mode so either I can, I'll pinpoint- I think it's important to either
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pinpoint it per unit or during the unit you do all different types of modes, you
know, large group, small group, individual. That’s what I’m thinking.
Ms. Mandy, Transcript, April 12, 2021
Ms. Mandy continuously engaged her students by giving them choices and letting
them take the lead. When her students preferred full-class discussions, she controlled
those conversations. Because she was unclear what exactly dialogic discussions entailed,
Ms. Mandy felt like she was compromising on the impact of the method when she did not
encourage her students to discuss in collaborative small groups. I felt a bit like she was
trying to tell me what I wanted to hear when she explained that during her next unit, “I
think I'm gonna try to give them some, you know, group work, again, because I think it's
important for them. Turn and talks are also um... dialogic discussions” (Transcript, April
12, 2021).
At that point, I put her at ease and explained that dialogic discussions do not need
to be complex or complicated. I explained that a simple prompt such as, “Why don't you
turn and talk for 30 seconds and discuss whether or not you agree or disagree and give
proof from the novel, that would be a dialogic discussion, as well. Even though it's quick
and easy” (Transcript, April 12, 2021). Once I clarified the pedagogy, Ms. Mandy relaxed
a bit and sounded relieved when she shared, “Yeah, yeah so we definitely, we tried, we
just used that recently, and they did like it, and I’m going to implement it even more for
this upcoming book” (Transcript, April 12, 2021).
Once dialogic discussions were clarified, Ms. Mandy was more comfortable
sharing. She discussed her positive experience at the Writing Institute at Columbia
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Teachers College Reading and Writing Project. She raved about how much she had
gained from the experience,
I like the mini lesson. I think that the way it's broken down is just a perfect
amount of time- a perfect. It's just a great balance. Um... what else? Well, they
were very, they were very, definitely very entertaining. So, it's easy to listen, I
jotted down all the, you know, the good ideas that they gave us, and things just
stuck in my mind.
Ms. Mandy, Transcript, April 12, 2021
Once mini lessons were built into the classroom structure, Ms. Mandy reflected
that more teachers might be able to facilitate those conversations. Lessons were confined
to a 40-minute timeframe, and she found herself “scrambling with time” (Transcript,
April 12, 2021). She wishes she had more time or an assistant to help her with
management as she went from “group to group and gave them skills” (Transcript, April
12, 2021).
During our final conversation together, after a few months of focusing on
implementing dialogic discussions, Ms. Mandy reflected on her evolved expectations,
I felt like I had the tools to really teach effective classes and skills. Not just tell
them what was on my mind… not teaching to the book, teaching them skills that
can be generalized to any book.
Ms. Mandy, Transcript, July 5, 2021
With this evolved expectation in mind, whether facilitating “small group, whole
class, or independent discussions,” which she structured “depending on the students’
moods, especially after an extracurricular period,” conversations were always “student-
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driven” (Transcript, July 5, 2021). She proudly reflected, “It was always their work,
never mine” (Transcript, July 5, 2021).
Professional Development: Collaborating towards Success. Ms. Mandy’s
perspective towards dialogic discussions has evolved as her understanding of the method
has been clarified. Therefore, she wishes she had experienced clearer professional
learning opportunities, which were “very applicable, that could be for all, you know, for
all types of teachers… in every single, um, subject” (Transcript, April 12, 2021).
In Ms. Mandy’s opinion, immersive workshops are “a little awkward”
(Transcript, April 12, 2021). She reflected on these types of professional learning
experiences,
...when you have these groups, I personally don't like when they make you talk to
each other. Yeah, I don't know, like when they're trying to talk to each other and
like roleplay or something. I don't know. I don't know, for some reason I find that
funny, but um... for teachers, I guess that maybe they want us to practice it.
Ms. Mandy, Transcript, April 12, 2021
In contrast, her dream workshops are very clear and detailed. There should be “a
little bit of lecture there,” and she “likes when they bring in stories. I think that's very,
you know, it makes it more interesting” (Transcript, April 12, 2021). The more realistic
the workshop is and the more “we can bring something real in, like, if you show a few
videos of teachers actually in action,” those are the experiences “that had a more lasting
impression” (Transcript, April 12, 2021). Ms. Mandy elaborated on her idea of an ideal
workshop,
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I do like when they, you know, if they lecture about, and they give great examples
and stories or even like videos or video presentations of students or a teacher
teaching and doing a certain technique. Those are, I find much more- I think that's
very effective.
Ms. Mandy, Transcript, April 12, 2021
The conversation then veered to how Ms. Mandy supports her colleagues. She
took a moment to reflect on why she feels her colleagues are hesitant to try dialogic
discussions, “I think something that's holding them back might be lack of support or
understanding of what it looks like” (Transcript, April 12, 2021). She had found a literacy
coach to be a “constant resource” (Transcript, April 12, 2021) during her own early years.
Now, she described how she gently guides her peers, as she grows into a coaching
position,
I have to say it's half, like I guess, I'm already ingrained in me- it's ingrained in
me already to do this for the past few years. Um... So, like, and naturally, I like toif I see something and if I'm friends with someone, I like to give, you know,
advice here and there.
Ms. Mandy, Transcript, April 12, 2021
Ms. Mandy has found the other teachers to be open to her advice about dialogic
discussions. She described how she has formed a collaborative Professional Learning
Community (PLC) among her colleagues. She took a moment to reflect, “You know, we
talk, I try to make it into a discussion. We- we all learn from each other” (Transcript,
April 12, 2021).
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Ms. Mandy is careful to “make it more into conversation as if like, I'm
brainstorming, and they'll say, ‘Yeah I think this will be good for, for that’” (Transcript,
April 12, 2021). Many times, she’ll share, “‘Oh, I’m doing this, and a lot of times, you
know, let’s say one of them will say, ‘Oh, that’s a great idea. I’ll do it also” (Transcript,
April 12, 2021).
Relationships have grown because Ms. Mandy is always available to support her
colleagues. She “even texts them or talks to them at night and tells them what happened
in class, how it went and what I used. You know a certain technique or whatever I used,
and I told them how great it was” (Transcript, April 12, 2021). Ms. Mandy shared that her
peers often positively respond, “Oh great, I'm going to try them, you know, the next day”
(Transcript, April 12, 2021). Ms. Mandy boosts her friends’ expectations and tells them
“‘if it worked for me’” (Transcript, April 12, 2021), it can work for them. Ms. Mandy
proudly reflected on her experiences supporting her peers, “It was nice, because most of
them are receptive and interested to try it also” (Transcript, April 12, 2021).
Recently, Ms. Mandy had a very positive experience sharing a very successful
idea with her colleagues. Towards the end of the year, “everyone was done, mostly
students, but teachers, too” (Transcript, July 5, 2021). She shared an informational
reading and writing unit, where she “read a picture book to teach a writing lesson, then
students wrote and illustrated their own stories with a lesson” (Transcript, July 5, 2021).
When she saw that “everyone was engaged,” (Transcript, July 5, 2021), she shared the
lessons with two other teachers. Everyone agreed, “It was a fantastic way to end the
year!” (Transcript, July 5, 2021).
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Ms. Mandy believes the best professional development to be “...very applicable,
that could be for all, you know, for all types of teachers… in every single, um, subject”
(Transcript, April 12, 2021). Therefore, she interacts with each teacher on their own
terms. She will collaborate and plan “all the time” with more like-minded peers, and she
will find a shared value to foster a relationship with more resistant colleagues, such as
discussing “what do we think is the best book or, you know, assignment for the students”
(Transcript, April 12, 2021).
When talking to very resistant teachers, such as Ms. Liz, she tries to find an area
in which Ms. Liz is looking for support. Ms. Mandy described how she has taken her
colleague’s lead when developing a coaching relationship. At first, they would “talk a
little bit here and there, and I’ll go over some ideas, like that help with the students, like
behaviorally” (Transcript, April 12, 2021). Ms. Mandy explained that over time, Ms. Liz
has begun turning to her for direction and “for the weaker students, she’ll definitely
always listen to me for that” (Transcript, April 12, 2021).
Ms. Mandy described a recent experience when she collaboratively coached her
teammates as they developed dialogic lessons together. Ms. Mandy explained that she
believes in engaging teachers in the learning process,
I spoke it out with a lot of the teachers, and we just-they all, they really all
appreciated it. They felt like that was a very effective way of getting them to- I
was trying to explain to them, like, ‘Oh what’s the point?’ I was like ‘this is a
great way to get them to analyze…
Ms. Mandy, Transcript, April 12, 2021
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She then gave her co-teachers “...a framework. I gave them my questions and I
even let them come up with their own questions that they wanted to answer” (Transcript,
April 12, 2021).
Interviewer: For the teachers, the more structure you gave them, the more they
were able to feel good about it.
Ms. Mandy: Yeah, not just to tell them. Oh, just think of these types of questions.
We broke it down a little bit and we came- we came up with different questions
together. Right, So, instead of just like going in there, waiting for just like, you
know, I made sure to sit down with them, and we have the conversation like how
to do this.
On a more practical note, Ms. Mandy tries to guide her peers and help them
“manage the discussions” (Transcript, April 12, 2021). She remembered how in “the first
few weeks, I was scrambling with time, I did not find I have enough time to get through
anything” (Transcript, April 12, 2021). Then she remembered the “fantastic” and “stepby-step” (Transcript, April 12, 2021) lessons she had learned at the Writing Institute at
Columbia University’s Teachers College Reading and Writing project. Two years later,
she has incorporated a “mix of, you know, strategy-based, and all that, that- their
philosophies, and also, you know, pull in the old school or just whatever works”
(Transcript, April 12, 2021). Once, she began using the mini lesson structure, which “the
way it’s broken down is just the perfect amount of time,” her lessons had “a great
balance” (Transcript, April 12, 2021).
Therefore, she tries to help her colleagues develop “just a little lesson in the
beginning but then during the group work to really try to make sure you have those
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dialogic conversations” (Transcript, April 12, 2021). Once time for small groups is built
into a lesson, teachers “can have those conversations with those students... because
they've, they've built it into their structure, the structure of their lessons” (Transcript,
April 12, 2021).
Ms. Mandy took a few moments to reflect on the past few months. She related
that “the culture in the school is more collaborative,” and “teachers are much more
willing to share their experiences with each other” (Transcript, July 5, 2021) leading to
higher quality discussion in more classrooms. Seeing how ongoing coaching and
collaboration has impacted her school community, Ms. Mandy looks optimistically
towards the future, “If anyone wants to come to me, even in my new position, I would
love to help them, because I believe that it’s so important to have someone to bounce
ideas off of” (Transcript, July 5, 2021).
Ms. Hannah: Setting Expectations of Confidence and Self-Efficacy
...I remember thinking of it as like tinkering with like, like almost like tinkering
with the machine. Like there were things that work, things that didn't work. I don't think I
knew how much it didn't work until I saw it work even better.
Ms. Hannah, Transcript, April 27, 2021
After teaching grades three and four for about ten years, Ms. Hannah began
working as a literacy coach for a national ESSA Title-funded educational support agency.
For the past six years, she has served “the gamut of schools: Hassidic schools, Yeshivishe
(Ultra-Orthodox) schools...boys’ schools” (Transcript, April 27, 2021). She described
how she is “there to support the teachers and the principals in enriching their literacy
instruction and implementing new programs” (Transcript, April 27, 2021).
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Since Ms. Hannah has been experimenting with dialogic discussions since her
first years of teaching about fifteen years ago, she now enthusiastically coaches “Jewish
Orthodox parochial schoolteachers of grades two through sixth” (Transcript, July 9,
2021). She guides them with “reading and writing, sometimes history comes in”
(Transcript, July 9, 2021).
Ms. Hannah remembers watching videos “in college” (Transcript, July 9, 2021) of
students animatedly discussing books and was determined to try it. Now, as a literacy
coach, she is the one introducing the method and inspiring and guiding teachers through
implementation. She uses her own memories of her own attempts at “… trying it. Yeah,
sometimes failing at it” (Transcript, April 27, 2021) to help other teachers through
challenging moments.
Pursuing Values: Inspired Risk-Taking and Problem-Solving. It was not easy
being the only one pioneering a new method in a traditional school. However, Ms.
Hannah intuitively knew that it was worth taking a risk and implementing this new
method, because students “learn just the way we learn” (Transcript, April 27, 2021) by
discussing and analyzing with peers. She explained, “We process things through speech a
lot... the more you speak it, and the more you say it, the more you grapple with ideas and
make it clear in your mind” (Transcript, April 27, 2021), “the more we find our language
and our understanding of it” (Transcript, July 9, 2021). Ms. Hannah continued to
elaborate on the many benefits of dialogic discussions,
...from a social aspect, I think that dialogic conversations are so important.
Teaching kids how to argue in a polite way, teaching kids how to have a
conversation-taking turns, listening, always these things, like having appropriate
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conversations are so important. So, I think, it's not just from an academic
standpoint but also a social aspect.
Ms. Hannah, Transcript, April 27, 2021
Once Ms. Hannah began trialing the method, she immediately saw the way
dialogic discussions impacted her class. They were “so engaged that they [didn’t] even
have the time to act silly” (Transcript, April 27, 2021).
When I asked Ms. Hannah, what drove her to push through those early attempts at
this completely foreign methodology, she reminisced about how excited her students
were about her early attempts at implementing dialogic discussions.
The students were so excited that even, even things, let's say, were a failure, the
students were so excited about it, and they, pause, it was so different. It wasn't
something they were used to. And it wasn't something that the teachers in the
school I worked in were exposed to. I think I was the first teacher to even try
doing book clubs. So, they were so excited to definitely help drive it, like, it made
me, pause, motivated to figure out what would work.
Ms. Hannah, transcript, April 27, 2021
Ms. Hannah is now vicariously experiencing those same ‘aha moments’ along
with the teachers she coaches. She fondly remembers coaching a hesitant group of
teachers in an ESL school. She described how she gently encouraged the teachers to just
try it as a class and guided them through the process of taking a step back to become
facilitators. A few days later, one of the teachers excitedly called Ms. Hannah in
disbelief! She described the experience “It was still unbelievable, the questions kids came
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up with, the answers they came up with, the things that they brought up… like they were
just- they themselves were like, like in awe of themselves” (Transcript, April 27, 2021).
I asked Ms. Hannah to talk about how she encourages teachers to try the method.
How does she inspire teachers to take the risks needed to try a new pedagogy and
problem-solve through the inevitable challenging moments? She paused and pondered the
question for a moment before describing how she promises teachers that dialogic
discussions will “take your experience to the next level” (Transcript, April 27, 2021).
Thinking back to her own early attempts at facilitating dialogic discussions, it
was the “freedom” and “success” which “inspired me to start it” (Transcript, April 27,
2021). Therefore, Ms. Hannah believes that experiencing early successes develops
teachers’ appreciation for the method, and she models the first one. Once they see their
own students “really having these great conversations” (Transcript, April 27, 2021), they
are inspired to persevere through the implementation process. Ms. Hannah is then
available to support her teachers as they begin experimenting on their own.
Interviewer: And after they saw you model it, what was their reaction?
Ms. Hannah: They were, pause, they were crazy to do it. They loved it.
Interviewer: How was their confidence level?
Ms. Hannah: Much higher, like pretty high, yeah... yeah.... So, I kept it- This is
one of the things I learned in coaching is really simplifying things and making
things look very non- threatening and also just simplifying it. So, the steps I gave
them to run a conversation were very, very simplified- way more simplified than
when I was a teacher.
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Facilitating dialogic discussions is complex work, and teachers face many
obstacles to smooth implementation. “There’s kids that go off topic. There are groups
where they say I know what to do, or they just sit there and don’t do anything”
(Transcript, April 27, 2021). Some students, especially English Language Learners, have
“conversations that are not really ever leaving the ground” (Transcript, April 27, 2021).
Often, the biggest fear for teachers is management. Ms. Hannah agreed that
“management really is a struggle, and they do have a reason to worry” (Transcript, April
27, 2021). Teachers feel that they are pulled “in many places at once and really making
sure that it’s really going smoothly” (Transcript, April 27, 2021), as they manage
multiple small group discussions simultaneously and keep track of time.
Ms. Hannah believes in setting up her teachers and students for success and helps
her teachers develop a growth-mindset as she coaches them through challenges and helps
clarify expectations during regular team meetings. She elaborated on how she encourages
problem-solving,
But when there are struggles that come up, we have an open conversation about it.
We come up with a solution, and then they kind of go back and then they have the
same open conversation with their students and problem solve over there and then
we sort of punch things out as needed.
Ms. Hannah, Transcript, April 27, 2021
Clarifying Expectations to Build Competence. Thinking back to her own early
experiences trialing dialogic discussions, Ms. Hannah understands that many teachers are
simply unsure of expectations. She didn’t have “that much professional development,
like, at that point, like I was doing it solo, and then I was training other teachers who
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wanted to copy what I was doing, so I ended up doing the professional development’
(Transcript, April 27, 2021). While she wishes she had someone setting expectations for
her, because, “I think that I ended up taking a long and complicated road to getting to like
the best way to do it”, she reflected that, “when you're sweating through it, which- there
is something to it like when you're, when you have to grapple with it, you end up coming
up with these solutions that- that are great to have” (Transcript, April 27, 2021). Through
a lengthy process of trial and error and “tinkering”, Ms. Hannah remembered how she
“got to try things out and really nix things off my list” (Transcript, April 27, 2021). She
elaborated on the evolution of her expectations,
I remember thinking of it as like tinkering with like, like almost like tinkering
with the machine. Like there were things that work, things that didn't work. I don't
think I knew how much it didn't work. Until I saw it work even better. I'm trying
to remember if...I definitely like I was so excited to do it, but there definitely like
it was, you know, it was a work in process. It wasn't perfect right away, and not
by a longshot.
Ms. Hannah, Transcript, April 27, 2021
Ms. Hannah remembered that when she first started, “I had these, like, completely
complicated plans in place that A took an insane amount of work on my part, and B really
almost took away from the authentic conversations” (Transcript, April 27, 2021). There
were roles, such as “discussion director” and “the summarizer,” which were “cool and
nice,” but thinking back, “it kind of took away from letting the students just talk”
(Transcript, April 27, 2021).While, she still uses “discussion director, because it’s helpful
to have someone who has the job to make sure everything is running, everyone’s

153

included” (Transcript, July 9, 2021), over time, Ms. Hannah “learned to simplify things
and really let the talking happen” (Transcript, April 27, 2021).
After years of honing her own expectations, Ms. Hannah coaches her teachers in a
way that she was never coached. She begins by giving her teachers a clear definition of a
successful dialogic discussion, defining it as a discussion
...where all the students are involved, are really, really engaged. It isn't one person
talking. It's really like authentic conversation, a give and take... you know... if
they want to continue or if the conversation can really go further, even if it's
ending. That's usually a good sign. There's something where they're really making
meaning of what they're learning. And there's a real... real active involvement
from all parties.
Ms. Hannah, Transcript, April 27, 2021
Understanding that, like her, “most teachers haven't grown up with that. They're...
it's a new concept, and they're scared,” Ms. Hannah is faced with the “initial challenge of
getting people on board” (Transcript, April 27, 2021). Therefore, she immerses them in
the dialogic discussion experience. She described how she sets expectations by showing
them “a video of what it would look like or what it could look like, so they have an idea
that they can see in real time” (Transcript, April 27, 2021). They will then “try it out
together” and “have a conversation” (Transcript, April 27, 2021). Ms. Hannah will then
“show it to them a lot of times in the classroom,” (Transcript, April 27, 2021), where
teachers can experience dialogic discussions with their own students.
After teachers have experienced the joy of dialogic discussions in their
classrooms, they are more willing to collaborate with Ms. Hannah as she guides them
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through the implementation process. However, “some teachers say, ‘It sounds amazing. I
can’t see my students doing it,’ and you’ll have a teacher say, ‘I love this, but I’m so
scared’” (Transcript, April 27, 2021). Ms. Hannah elaborated further, “They're scared.
They're scared of management. Pause, they're scared. They're scared of letting go of their
class. And so, there's an initial challenge of getting people on board” (Transcript, April
27, 2021).
Ms. Hannah has experience with and understands the many challenges that can
come up during dialogic discussions. She empathizes with her teachers, as she thinks
about all the things that “could go wrong or things that make it harder for the students
and teachers” (Transcript, April 27, 2021). She understands their challenges and
normalizes them. Teachers need constant reminders that mistakes are part of the risktaking process.
Just because it didn’t work the first time, doesn’t mean it’s not, pause, it’s not
successful. The most successful things take a few tries. They already know that
going in- that a lot of the things they’re going to do might not work perfectly the
first time.
Ms. Hannah, Transcript, April 27,2021
Ms. Hannah explained that expectations are clarified when the ‘AHA moments’
really happen,
I find that when, when they see in the classroom- that's when they really get.
That's when it really clicks in their mind- when they actually see their students
doing it, they're like ‘Wow! I never realized that!’ Especially for a new teacher
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who has never seen it. That usually is the clincher of when of when it really
comes together,
Ms. Hannah, Transcript, April 27, 2021
Professional Development: Collaborating towards Success. However, Ms.
Hannah elaborated that coaching her teachers to experience that ‘AHA moment’ is a
complex art, as she helps teachers develop their senses of competence as they learn to set
expectations for themselves and their students through the implementation process. She
does this by spending a lot of time clarifying expectations, modeling dialogic discussions,
and coaching teachers through their first attempts.
While coaching is a precise art, Ms. Hannah has learned that she needs to take a
collaborative stance with her teachers. She ruminated about how needed to go through the
process of loosening up in her early years. She remembered thinking, “It's my way or the
highway kind of idea, like, there's one way to do it,” and over time she realized “but there
are other ways” (Transcript, April 27, 2021). She elaborated on the evolution of her
coaching practices,
There are ways to scaffold it. There are ways to, to adapt it for different teachers
or different genders. Um, there are ways to, like, make it easier for the students to
do it. It's not just a one size fits all. There is, there is an ideal of what we want the
conversation to sound like, but there aren't always the same routes to getting here.
Ms. Hannah, Transcript, April 27, 2021
Taking a more collaborative approach has been effective for Ms. Hannah’s
practice. She has realized that teachers need to “feel like they're being listened to. They
feel like they're not being talked to like that, but they're being told- Like, they feel like
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their concerns and their needs, specific for their students are being heard” (Transcript,
April 27, 2021). The teachers she meets are facing different challenges and are requesting
different supports. Ms. Hannah reflected on the many teachers and schools she works
with,
...one teacher was telling me about um... how she would love to be part of
a PLC, and another teacher was telling me she needed help with classroom
management, and another teacher said she would love to have kind of like, what
you were saying, like a script, like just tell me what to do and I'll do it.
I'm noticing, like, working in different schools, like working in a boys’
school- things that work, it works very differently, and, like, I definitely need to
rethink how things were done when I went there. Um... you know, or even
working in an ESL school. There are different challenges. Some schools, the kids
can't stop talking, and then in other schools, the kids don't start talking.
Ms. Hannah, Transcript, April 27, 2021
Hence, while Ms. Hannah begins by setting expectations by “really immersing
teachers in dialogic discussions” with a video or by modeling a lesson, she also offers “a
menu of different ways of doing it” (Transcript, April 27, 2021). During an immersive
professional learning session, where she facilitates a text-based conversation among the
teachers, they are “having that conversation with a partner- with a group um... really
having different kinds of conversations as a group as a as a small group, as a whole class,
as partners” (Transcript, April 27, 2021).
Ms. Hannah believes that once a teacher sees “how much it does to your
understanding of the text, then it's, then you're more likely to try it” (Transcript, April 27,
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2021). Teachers can then choose the discussion format that works for them and make it
their own, because they “really know how it works because you actually did it, you
actually tried it out” (Transcript, April 27, 2021).
Once teachers have experienced discussions, Ms. Hannah breaks down the
routines into steps. She then models it and supports teachers through initial attempts, so
they can understand expectations. Setting up routines is a major focus for Ms. Hannah.
She explained that while “a lot of teachers end up seeing that it ends up helping your
management” (Transcript, April 27, 2021), management issues do come up. She makes
sure to “stress the need to model expectations and practice it,”, because teachers “don't
want to have to yell on top of them. So, what are you going to do? Are you going to have,
like a chant? Are you going to ring a bell, are you going to close the light?” (Transcript,
April 27, 2021). Furthermore, teachers need to figure out “that conversation style of how
much time,” Ms. Hannah suggested, “and always give a little bit less time for
conversation, than too much because too much, especially for a teacher who has poor
management” (Transcript, April 27, 2021). She believes that “you always leave them
wanting more” (Transcript, July 9, 2021).
Classroom expectations can be set by being “a little bit more rigid in the
beginning until they're comfortable with the way things are and then they could always
give a little bit more leeway as things go” (Transcript, April 27, 2011). She elaborated on
why she believes that setting routines is an integral part of the process,
Um... we run through the routines because really the most successful
dialogic conversations are when you sort of figure out what you want to talk like,
and then now how do I get them to there. So, we run through the routines that
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really break it down. And then I'll usually, you know, show it to them a lot of
times in their classrooms. So, they can see like what the gold standard- what their
students can really do. So that also. If I'm able to come in and actually try it out
with them and be there in the moment.
So really in the beginning it's, it's... It's going through the routines that
need to be put in place, and breaking it down like, you know we're not, we're not
saying one to three now everyone we're meeting groups. It's broken down slowly.
Ms. Hannah, Transcript, April 27, 2021
She then gives them space to ‘tinker’ with it, just like she had done, through a
process of “trial and error” (Transcript 27, 2021). She reminisced about her early
attempts at ‘tinkering’ with dialogic discussions and described how she gives her teachers
the same space and freedom her school gave her to try it out without any penalty if it did
not go as planned.
Ms. Hannah ended our conversation by reflecting on much she appreciates the
many teachers she meets every day, “I think it's really a matter of you speak to enough
teachers, you get a lot of ideas from them also” (Transcript, April 27, 2021). Recently,
she has begun getting those teachers together in PLCs. Ms. Hannah described how she
began forming that community of collaboration among the teachers she is working with,
I think sometimes like having them meet with other teachers, and instead of them
posing questions to me. They'll be ‘Okay so blank has a problem,’ you know,
she's struggling with um... getting her students to remain on topic and what's
working for them. So, everyone talked about it together, and that's very helpful
also so that motivates them-
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Ms. Hannah, Transcript, April 27, 2021
What she enjoys most about coaching is celebrating those “little successes” within
communities of teachers. Those moments “are very important because that's how we all
work” (Transcript, April 27, 2021).
Summary of Findings
Many of the initial codes became apparent during the in-depth interviews, where
teachers opened up about their experiences. Furthermore, the restoried narratives painted
a picture of how teachers developed perceptions of expectation, value, and support
impacted their self-efficacy. These beliefs shaped the motivations behind the decisions
they had made in their classrooms and gave insight into how they can best be supported
through the implementation of dialogic instruction. Additionally, many of the teachers
reiterated how collaborative coaching within a safe environment had helped them
develop the self-efficacy needed to push through challenges and see the value in
engaging students with dialogic discussions. These stories answer Abrami et al.’s (2004)
call for more research into unpacking teachers’ motives for implementing new programs.
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Figure 3
Qualitative Themes and Corresponding Codes
Expectancy
Trial and Error
Problem Solving
Authentic Experiences

Support
Collaboration
Freedom
Safety

Value
Engaging Students

SelfEfficacy
Once data was restoried within the problem-solution narrative framework, themes
began to emerge. These findings, which were categorized with the themes of value, selfefficacy, and expectancy, provided insight into each of the research questions and will be
discussed further in the next chapter..
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CHAPTER 5: DISCUSSION
The previous chapter presented and analyzed the collected data within the themes
of expectancy, value, and self-efficacy. The purpose of this study was to explore how
teachers’ stories about dialogic discussion implementation, especially during challenging
moments, can potentially inform the development professional learning opportunities.
The research questions were: (a) How can middle school teachers’ experiences
navigating obstacles during dialogic discussions inform the advancement of professional
development opportunities? (b) How does value impact a teacher’s ability to take risks
and problem solve through challenges? and (c) What factors impact a teacher’s sense of
self-efficacy when implementing dialogic instruction?
Summary of the Purpose of the Study
A growing body of research has shown the impact dialogic conversations can
have on comprehension and reading self-efficacy (Boardman, et al., 2017; Burbules,
1993; Fisher & Frey, 2018, Nystrand & Gamoran, 1991; Reznitskaya & Anderson, 2002),
which can help today's students develop authentic and complex reading skills (NGELA,
20217). However, many literacy teachers have not made the leap from lecturing to
facilitating dialogic discussions (Alexander, 2008; Cazden, 1998; Fisher & Frey, 2020;
Wilkinson & Nelson, 2013), because encouraging teachers to implement a new pedagogy
is a complex process (Reznitskaya & Alexander, 2015).
History has proven that the more sterile an experimental method is, the less
receptive teachers become (Garcia & Weiss, 2019; Kennedy, 2016). It is useless to
experiment, analyze, and prove a hypothesis that will not be accepted by those that are
able to make real changes. Teachers need to be involved in the research process
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(Clandinin, 2006; Kaufman, et al., 2016). The key to bridging the vast gap between
theory and practice may lie in collaborative PDs, which can develop a teacher’s
expectancy-value beliefs. Collaborating with teachers and supporting them in the
discovery process has the potential to effectively bridge the gap between research and
practice.
This study focused on what factors impact the relationship between a teacher’s
epistemological beliefs and their motivation to implement a new pedagogy. While several
studies have identifying effective PD practices ((Buczynski & Hansen, 2010; Johnson &
Fargo, 2010; Santagata et al., 2010)), effective PD has not always been shown to lead to
higher performance (Darling-Hammond, et al., 2017) Yet, research (Abrami et al., 2004;
Bostrom & Palm, 2020; Foley, 2011) has highlighted the power of expectancy-value
theory to inspire teachers to shift their beliefs (Atkinson, 1957; Eccles et al., 1984;
Wigfield & Eccles, 2000).
This was echoed and emphasized during my conversation with these six
educators. The stories and perspectives of teachers that I spoke with echoed and
emphasized expectancy-value theory. They described how their motivation to push
through dialogic instruction implementation was dependent on their beliefs in their
expected success and their value in the method (Wigfield & Eccles, 2000; Guthrie et al.,
2004). This parallels Foley’s (2011) and Bostrom and Palm’s (2020) research which
showed that teachers who had increased expectancy and value beliefs after supportive
professional development were more likely to implement new pedagogies.
This chapter will discuss the findings which resulted from the in-depth interviews,
reflection conversations, and lesson artifacts, which opened a window into the dialogic
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classroom. During my in-depth conversations with teachers, I listened as they described
what had inspired them to trial and push through dialogic discussion implementation.
During the analysis process, themes of value, expectancy, and self-efficacy emerged as I
used the constant-comparative method and then restorying data into problem-solution
narratives. The result was a rich picture of how expectancy-value constructs impacted
teachers’ decisions as they navigated through the challenges of implementing dialogic
discussions.
Qualitative Results in Relation to Research
RQ 1: Professional Development: Collaborating towards Success
How can middle school teachers’ experiences navigating obstacles during
dialogic discussions inform the advancement of professional development opportunities?
This section identifies three factors which educators feel have helped them or
would have helped them develop the perspectives and self-efficacy needed to push
through the inevitable challenges associated with implementing dialogic instruction.
Effective Professional Development Components. The educators I spoke with
valued the same characteristics of teacher training which Darling-Hammond, et al. (2017)
had identified as effective methods for professional development.
They valued content focused (Darling-Hammond, et al., 2017) workshops which
were realistic and practical. Ms. Mandy described her ideal professional development as
one where they give “great examples” and show “videos.” She wants practical tips and
techniques, which she can immediately incorporate into any lesson. Similarly, Ms. Bella
spoke about wanting to see dialogic classrooms in action, so she could get a better idea of
“how it actually works.” Ms. Sharon said she would take “any help” and thought about
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how “nice” it would be to get “an email in my inbox with the helpful information” (as
cited in Chapter Four, p. 107).
Another factor of impactful professional development which emerged was longterm, collaborative training (Darling-Hammond, et al., 2017). Ms. Mandy, Mr. Solomon,
and Ms. Sharon all mentioned that their dream PDs consisted of initial workshops
followed by ongoing workshops and coaching to provide feedback and continued
learning.
Both Ms. Mandy and Ms. Sharon had attended the Writing Institute at Teachers
Colleges’ Reading and Writing Project, and they cited their experience at the training as
an example of effective PD. Some impactful characteristics of the institute mentioned
were: (1) engagement (2) realistic (3) practical strategies (4) frameworks for
management. Two years later, both teachers are still incorporating much of what they had
gleaned from the experience. Initially, a literacy coach in their school was constantly
reinforcing and reminding them of concepts. Now, they have developed their expertise to
the point of naturally implementing dialogic discussions. Their description of actively
learning strategies and then having access to regular feedback and coaching mirrors
Darling-Hammond et al.’s research (2017).
Many of the teachers mentioned books which they had found to be helpful. Ms.
Sharon and Ms. Bella found practical strategies in Jennifer Serravallo’s the Reading
Strategies Book (2015), Kate Robert’s A Novel Approach (2018), and the Units of Study
from Heinemann Publishing. Mr. Solomon mentioned Cris Tovani’s I Read It, But I
Don’t Get It: Comprehension Strategies for Adolescent Readers (200).
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On another note, Ms. Sharon is the only teacher I spoke with who turns to her
students for support. She believes that her students “know what works for them, and their
feedback is invaluable to her lesson development (as shown in Chapter Four, p. 108).
Figure 4
Characteristics of Effective Professional Development

Characteristics of Effective PD
Practical
Sets clear and realistic expectations
Easy to access
Long-term
Engaging

Involves Feedback

The characteristics the interviewees mentioned were supported by DarlingHammond et al.’s (2017) research in addition to Carter’s (2016) study, which showed
that four full day workshops which focused on strategy building developed teachers’
confidence in their knowledge and abilities. Furthermore, Thomson and Kaufmann’s
(2013) research highlighted the importance of developing realistic and practical
professional learning experiences.
Professional Learning Communities. Rabbi Myerson mentioned some
prerequisites to dialogic instruction when I asked him about how to best support teachers
through dialogic discussion implementation. Parallel to Fullan and Hargreaves’s (1997)
research, he believes that the school culture must support risk-taking and understand that
there are many ways of learning. Once a teacher is in a supportive environment, they can
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“recognize the benefits'' of the pedagogy. Rabbi Myerson believes that these are the
factors which may help more teachers through the epistemological shift from seeing
themselves as the “sage on the stage” (Reznitskaya & Wilkinson, 2015; p. 220) to being
lifelong learners alongside their students.
Marzano et al. (2005) believed that teachers are more willing to take risks when
they are part of a collaborative team. Ms. Bella, Ms. Mandy, and Ms. Hannah spoke
about how they have been trying to develop professional learning communities which
encourage a culture of professional learning and growth. After three years in the
classroom, Ms. Bella still feels like a novice and, she wished she were part of a
supportive PLC, like the one Rabbi Myerson had described. Having “other classes to
compare” with and see “how it actually works” would help develop her sense of
expectancy and, consequently, self-efficacy with dialogic instruction.
As mentors, Ms. Mandy and Ms. Hannah shared Ms. Bella’s and Rabbi
Myerson’s sentiments about the advantages of developing a supportive school
community similar to the one described by Calkins (2020) in which teachers are part of a
reflective and collaborative community. Ms. Mandy believes that “lack of support and
understanding” are holding teachers back from implementation and tries to coach her
friends through the epistemological shift from frontal teaching to dialogic discussions.
Ms. Mandy developed a collaborative PLC to support her colleagues and constantly
collaborates with other teachers and shares effective methods. Ms. Hannah, too, inspires
her teachers to support each other in PLCs. She encourages them to turn to each other
with their challenges and celebrate successes together.
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Figure 5
Results of Professional Learning Communities
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These teachers echoed Marzano et al.’s (2005) beliefs that when teachers felt a
sense of inclusion and community, they felt safe to try new methods, even if there was a
potential for failure (Marzano et al., 2005). This fosters the positive, collaborative
culture, which is essential to affecting change (Calkins, 2020).
Instructional Coaching. A common belief shared among the participants was the
need for instructional coaches. An effective coach takes a narrative approach as they
collaboratively develop a teacher’s knowledge and experiences (Craig, 2011). The
educators I met with believed that continuous guidance is what has or would help them
transition from simply being interested in dialogic instruction to actual implementation
(Commeyras & Degroff, 1998). Specifically, Ms. Bella dream of having a coach to
168

constantly inspire her to believe in the efficacy of her attempts at the method. Her ideal
professional learning experience would be collaborative and involve continuous
modeling and feedback, which parallels Darling-Hammond, et al.’s (2017) research
which identified these as effective characteristics of professional development.
Rabbi Myerson, Mr. Solomon, and Ms. Sharon echoed Marzano’s (2005) views
that affirming a teacher’s sense of self-efficacy would give them the confidence to adjust
and improve their instructional methods. Rabbi Myerson explained that an advantage of
instructional coaching is inspiring a teacher to appreciate the value in the benefits of
dialogic instruction. His ideal professional development would include a coach who
develops a novice teacher’s sense of confidence by setting the expectation that it is okay
for a student to “ask questions and challenge,” which inevitably happens during more
informal discussions. Mr. Solomon ruminated about how much more confident he would
have been if someone had given him positive feedback and told him that his
implementation was successful. Ms. Sharon wished she had a coach to support her with
classroom management struggles and ways to engage her students in value-based
conversations, and she dreams of someone who would “just waltz into my house and
share some great ideas” to help engage her students (as cited in Chapter Four, p. 107).
Ms. Hannah, Mr. Solomon, and Ms. Mandy are those coaches which many of the
teachers I spoke with were hoping for. Their methods are collaborative, supportive, and
provide constant feedback. Ms. Hannah’s practices have evolved from her early years of
“my way or the highway” style of coaching (as cited in Chapter 4, p. 148). She now
understands that professional learning begins with teachers’ knowledge and experience,
as opposed to theory, research, and practice (Clandinin, 2000). Therefore, she is careful
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to position teachers as active participants in the curriculum planning and education
process (Connelly & Clandinin, 1988; Garcia & Weiss, 2019) and takes a narrative stance
as she guides her teachers through every step of the implementation process (Craig,
2011).
As the three mentors collaboratively coach teachers, they implement Reznitskaya
and Wilkinson’s (2015) characteristics of effective PD. Ms. Hannah immerses teachers in
discussions and encourage them to reflect on video and audio recordings of class
discussions. Then, she facilitates dialogic discussions among her teachers, so they can
have the dialogic inquiry experience. Finally, Ms. Hannah models the method in their
classrooms, so they can witness their own students engaged in authentic opportunities for
argument. Like Ms. Hannah, Mr. Solomon and Ms. Mandy give teachers the feedback
they wished they had had as new educators. They hope that this collaborative coaching is
what will encourage more educators to be more comfortable implementing dialogic
discussion and develop the self-efficacy to push through challenges.
These veteran teachers understand that adult learners learn through experience
(Merriam, 2009), and collaborative conversations ((Johnston-Parsons, 2012; Mezirow,
2000)) within a functional context (Borko, 2004). All three mentor teachers described
how supportive, collaborative coaching inspires teachers’ senses of self-efficacy and
values in the method. Their findings mirror Foley’s (2011) research, which suggested that
confidence developed from ongoing training can predict teacher’s motivations to
implement best practices.
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Figure 6
Results of Collaborative Coaching
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RQ 2: Pursuing Values: Inspired Risk-Taking and Problem Solving
How does value impact a teacher’s ability to take risks and problem solve through
challenges?
This section expands on Abrami et al.’s (2004), Bostrom and Palm’s (2020), and
Foley’s (2011) research and discusses the second research question which analyzes how
value impacts a teacher’s motives for taking risks and problem solving through
challenges. Expectancy-value theory (Atkinson, 1957; Eccles et al., 1984; Wigfield &
Eccles, 2000) theorizes that one is more likely to persevere through challenges if they
believe in their expected success and the tasks’ value.
The teachers I spoke with faced many challenges when implementing dialogic
instruction. Their shared experiences revealed that they each felt like they were the only
ones in their school community trialing this method, often without ever experiencing it as
a student. Yet, they chose to preserve because they passionately believed in the value of
engaging students in dialogic discussions. Student engagement was a primary focus for
all the teachers I spoke with, and they recognized the power of intrinsically motivating
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dialogic instruction to engage students (Athey, 1969; Boyd, 2001; Ivey & Broaddus,
2001; Schiefle et al., 2012; Fisher & Frey, 2020; Jang et al., 2015; Voke, 2002;). Their
drive to engage students was what encouraged them to persevere through challenges
during dialogic discussions.
Ms. Sharon, Ms. Mandy, and Rabbi Myerson are intensely passionate about
engaging their students in discussions, because they know and appreciate that research
theorizes that when learning is framed in social interactions (Vygotsky, 1978), students
are more interested in participating in reading (Athey, 1969; Voke, 2002). They have
seen that class discussions give students the opportunity to analyze, discuss, and clarify
their thoughts with their peers (Wells, 2007) and enjoy observing their students engaged
in conversation as they animatedly asked and answered questions (Voke, 2002).
Therefore, they invested a lot of time and effort into finding inspiring catalysts to
interest and engage her students in discussions about ethical issues via cognitive
(McKeown et al., 2009), socio cognitive (Almasi, 1995), and social cultural (Fisher &
Frey, 2020) lenses and use the effective strategy of inspiring open-ended discussion with
a well-formed question, followed by a sequence of strategic prompts to scaffold openended discussions (Soter, et al., 2008; Wells, 2007). With each successful dialogic
discussion, their value for the pedagogy increases, and they are inspired to incorporate
the method more frequently.
Rabbi Myerson and Mr. Solomon described how it was risky and scary to trial
dialogic discussions, especially when considering how chaotic their classrooms looked
during discussions. However, they truly believed in the importance of teaching at-risk
and struggling students how to appropriately articulate their opinions with words. Like
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the students in Kim, et al.’s 2016 study, they have seen how giving their students
opportunities to collaboratively discuss their diverse opinions with a peer has positively
impacted their reading skills. Both Rabbi Myerson’s and Mr. Solomon’s students engage
in problem-solving and problem generating as they animatedly and dialogically unpack
texts together (Voke, 2002). They can take a step back and proudly observe the
adolescents in their classes collaboratively make sense of texts as they engage in
competitive discussions (Fisher & Frey, 2020; Nystrand, 2006; Wells, 2007). Hence, they
push through challenges through a process of trial and error. The results have increased
their value for dialogic discussions, and they frequently use dialogic discussions to clarify
concepts and ensure that all students are comprehending and analyzing texts.
Just like Rabbi Myerson and Mr. Solomon, Ms. Bella and Ms. Hannah spoke
about their passion for engaging students in discussions, which help develop important
analytical skills. They deeply believe in dialogic discussions’ ability to inspire students to
use multiple comprehension strategies and construct knowledge as they engage in
dialogic discussions with their friends (Guthrie et al., 1991). Both educators were
motivated to pioneer book clubs in their schools, because they saw the value in the
method and enjoyed the excitement dialogic discussions generated in their students.
Therefore, they spent a lot of time problem solving and figuring out how to
increase the quality of student engagement and analysis during dialogic discussions. They
developed a similar framework to the ones used in Boardman et al.’s (2017)
Collaborative Strategic Reasoning classrooms and Fisher & Frey’s (2018) experimental
study of the impact of classroom discussions, book talks, access, and choice on student
reading volume and engagement. They honor their students’ book choices, and both
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described the structured framework they use to scaffold student discussions. Ms. Bella
and Ms. Hannah described the higher quality dialogic discussions their methods have
inspired.
Now, as an instructional coach, Ms. Hannah encourages teachers to just try
dialogic discussions, because once they see the method’s impact, they cannot believe the
results. Ms. Hannah shows teachers the impact of the method and is then there to hold
their hands and constantly reinspire them as she guides them through the inevitable
challenges of implementation. Ms. Hanna’s experiences confirm what research has
theorized. Effective professional development begins by building teacher’s knowledge
and experience, instead of with theory, research, and policy (Clandinin & Connelly,
19988. When teachers are active participants as they collaboratively develop curriculum
alongside Ms. Hannah, they are constantly reinvigorated and reinspired to see the value
in dialogic discussions (Connelly & Clandinin, 1988; Garcia & Weiss, 2019). In this way,
Ms. Hannah motivates her teachers to push through challenges and persevere through
implementation of the method.
My conversations with all six educators built on Foley’s (2011) findings that
teachers are more likely to implement instruction when they value the method. Each
teacher passionately spoke about how they pushed through challenges, because they saw
how their students, even those who struggled, were positively impacted by dialogic
discussions.
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Figure 7
Pursuing Values: Inspired Risk Taking and Problem Solving
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• It is challenging to find materials and texts which can
inspire student discussion.
• It is risky and scary to trial a new pedagogy, especially
when it can look messy to those who are not familiar
with the method.
• It is risky to take a step back and give students more
control in the classroom.

•Dialogic discussions increase student engagement.
•They provide opportunities for social interactions.
•They provide opportunities to analyze, discuss, and
clairfy thoughts with their peers.
•They develop important analytical skills.
•When students collaboratively discuss diverse opinions,
they clarify text and develop reading skills as they
engage in problem solving and problem generating.
•As students engage in dialogic discussions, they can be
inspired to use multiple comprehension strategies and
construct knowledge.

•Teachers are motivated to invest effort into engaging
students and spend time figuring out what will inspire
students.
• They have found that using one open-ended discussion
prompt, followed by a sequence of strategic prompts, can
engage students.
•They use dialogic discussions to clarify concepts and
ensure that all students are comprehending and analyzing
texts.
•They use structured frameworks which give students space
for choice, reading volume, engagement, and discussions.
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RQ 3: Clarifying Expectations to Build Self-Efficacy
What factors impact a teacher’s sense of self-efficacy when implementing
dialogic instruction?
Discussions of expectancy were threaded throughout conversations with each of
the six educators. Their words echoed what research has shown. Many teachers,
including five out of the six whom I have interviewed, have not had much experience
with dialogic discussions as students and, consequently, were simply unsure of
expectations (Reznitskaya & Wilkinson, 2015; Reznitskaya et al., 2009). I listened as
they described what had driven their epistemological shifts to believing in and valuing
more collaborative, dialogic frameworks (Reznitskaya & Wilkinson, 2015).
Bostrom and Palm (2020) discussed how teachers with high expectancy and value
beliefs were more motivated to shift to a new pedagogy. They ended their research with a
call to continue studying how expectancy-value theory can be used to support more
teachers. Similarly, the teachers I spoke with described how expectations greatly
impacted their sense of self-efficacy. When they first began implementing discussions,
they were unsure of expectations for themselves, their students, and within the school
culture. Many of the teachers described the role expectations played in their shift from
focusing on progressing through curricula to engaging students in high quality
discussions.
Ms. Bella’s sense of self-efficacy was particularly impacted by her ambiguity
about expectations. In parallel to Reznitskaya et al.’s (2009) research, Ms. Bella was
uncomfortable implementing dialogic discussions, because she did not fully understand
the goals of the method and how to scaffold the method to ensure that her students were
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having higher level discussions. After three years of experimenting with dialogic
instruction, Ms. Bella has clarified expectations for her students and herself, but she was
still unsure if the diverse learning environment in her classroom was expected.
Ms. Bella’s ambiguity towards dialogic discussions, despite persevering through
the method, provided a bit of insight into the paradigm found between Davies et al.’s
(2017) research and that of Wilkinson and his co-researchers (2017). While teachers in
both studies did begin implementing new pedagogies taught in professional development,
educators in Wilkinson et al.’s (2017) study did not change their epistemological beliefs.
Ms. Bella’s beliefs did shift somewhat, but her confusion about expectations was holding
her back from confidently embracing the goals of dialogic discussions.
Rabbi Meyerson and Mr. Solomon both facilitated dialogic conversations in more
traditional schools where open discussions are not the norm, and they were unsure of
what successful dialogic discussions looked like (Burbules, 1993). These hesitations were
in parallel with Marzano and his co-researcher’s (2005) research that when there is a
sense of inclusion and community, teachers feel safe to try new methods. Mr. Solomon
elaborated on the downside of pioneering dialogic instruction in a more traditional
setting. He described how there were no “supervisors or colleagues” to turn to for
“feedback to improve (as cited in Chapter Four, p. 121). He had to independently figure
out expectations. Rabbi Myerson’s and Mr. Solomon’s hesitations echoed Fullan and
Hargreaves (1997) research about how school climate and culture can impact teacher’s
decisions in the classroom.
The teachers became more confident implementing discussion when students had
clear expectations. This aligns with Reznitskaya and Wilkinson’s (2015) research, which
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states that effective professional development provides models of the new pedagogy. Ms.
Mandy was unsure of how to structure conversations within a 40-minute period. Once she
began experimenting with the mini lesson framework she had learned at the Writing
Institute at Teachers College’s Reading and Writing Project, she began to develop “the
tools to really teach effective classes and skills” (as cited in Chapter Four, p. 135).
Along the same lines, Ms. Bella put a lot of thought into structuring her book club
unit to avoid challenges she had faced in the past. Once she carefully scaffolded the
discussion prompts and framework for her students, even the ones who struggled were
able to develop analytical questions. Ms. Bella is so much more confident in her
pedagogy now that she is witnessing her students discussing and thinking of “amazing
answers” (as cited in Chapter Four, p. 89). These successful experiences have clarified
the goal of dialogic instruction for both teachers, which reinforces Darling-Hammond et
al.’s (2017) research that identified “models of effective practice” (2017; p. 14) as an
effective method of professional development.
Both Rabbi Myerson, Ms. Sharon, and Mr. Solomon described how they worried
that they needed to cover material and were concerns that dialogic instruction would
detract from student learning and progress. Once these educators developed expectations
through years of experience, they understand that teaching is more than covering
material. Better understanding of expectations allowed them to appreciate discussions so
much more.
The teachers have gained more confidence, due to their clearer expectations of
how to manage dialogic discussions and are more willing to implement the technique
more frequently. As they experimented with dialogic discussions, through a series of trial
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and error, they grew a bag of tricks for when things go wrong. Clear expectations have
helped them develop a strong sense of self-efficacy. After years of experience with
facilitating dialogic discussions and developing expectations, the teachers are now
comfortable with the chaos, knowing that they have the expertise to manage students
during dialogic discussions. Like the participants in Abrami et al.’s (2004) study, Rabbi
Meyerson’s, Ms. Sharon’s, and Mr. Solomon’s developed sense of self-efficacy with
implementing a new pedagogical approach can be attributed to their beliefs in the method
and expectancy of success.
Ms. Hannah’s experiences coaching teachers correlated with the five teachers’
accounts of how they developed self- efficacy as they developed expectations. This is in
parallel with Bandura’s theory (1994) that one’s beliefs in himself are dependent on
experiences of success and failure. Self-efficacy has been shown to impact a teacher’s
motives for implementing new programs (Ross, 1994). Therefore, Ms. Hannah believes
that guiding teachers through early successes is essential because the self-efficacy gained
from those moments of success is what helps them persevere through the implementation
process. Once teachers saw the method modeled in their own classrooms, their
confidence levels increased, and “They were crazy to do it” (as cited in Chapter Four, p.
143). With each successful implementation of dialogic discussions, Ms. Hannah
witnessed teachers become more comfortable and confident in their understanding that
the purpose of these conversations is for students to engage in collaborative, social
discussions, as they animatedly analyze a text.
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Figure 8
Clarifying Expectations to build Self-Efficacy

Ambiguous
Expecations

• Teachers were unsure of goals.
• They were concerened dialogic discussions would
negatively impact student progress.
• They did not know methods for implementation.
• They did not examples of dialogic classrooms in
their schools.
• They did not have strategies for classroom
management.
• Students were unsure of expectations.

Developing
Expectations

• Teachers developed a bag of tricks through a
process of trial and error.
• They learned structures for implementation from
Teachers College’s Summer Institute.
• They developed expectations of high quality and
engaged discussions via student performance and
feedback.
• Witnessing their students engaged in animated
discussions helped them develop an
understanding of goals.

Clear Expectations
Increase SelfEfficacy

•Having a back of tricks gave teachers the confidence
needed to take a step back to allow their students to
collaboratively converse.
•They were confidently in control, despite the chaos.
•Seeing their students engaged in animated discussions,
allowed them to confidently and frequently facilitate
discussions.
•A developed understanding of student goals helped them
clarify expectations for students.
•An instructional coach can help teachers experience early
successes, which can boost their expectations and
appreciation for the method.
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Significance of the Study
Fisher & Frey (2018) wrote about the difficulties teachers encounter when
attempting to facilitate dialogic discussions. The educators I spoke with provided insight
into “under what conditions, why, and how” (Opfer & Pedder, 2011, p. 378) they had
persevered during challenging moments during dialogic discussions. Their passion for
inspiring students with thought-provoking conversations pushed them to problem-solve
through challenges. They learned through experience and became more confident as they
filled their toolboxes with classroom management techniques, structures, and
expectations.
Research has shown the impact of quality teachers on student achievement
(Calkins & Ehrenworth, 2017; Hattie, 2009). Throughout my conversations, it was
apparent that the quality teachers I spoke with cared deeply about engaging their students
and that passion guided their decisions. This desire to interest and inspire adolescents
intrinsically motivated them to trial dialogic discussions. They wanted to see their
students succeed and become independent thinker and collaborators.
Ryan and Deci (2000) professed that understanding what intrinsically motivates
teachers can help administrators and coaches develop more supportive professional
learning opportunities. The knowledge that teachers want to engage their students and
help them succeed is essential to the development of more impactful PD. Teachers may
struggle to successfully implement dialogic discussions due to classroom management
issues, confusion over expectations, and lack of school support. However, understanding
that unsuccessful implementation of dialogic discussions is not necessarily due to a lack
of caring can inspire more administrators to focus on supporting teachers.
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The hope is that educational leaders will be inspired by these six passionate
narratives to give more teachers the support they are yearning for. The educators
described how they struggled to develop the self-efficacy needed to implement
interactive dialogic discussion practices, despite the fact that they truly believed in the
value of the practice. They all discussed their wish for more coaching and continuous
support to guide them through the implementation process and develop their
expectations. This is especially concerning as lack of support during challenges can cause
educators, especially those in high poverty schools, to give up and even leave the
classroom. (Garcia & Weiss, 2019). However, supportive environments and coaching can
encourage teachers to push through challenges (Garcia & Weiss, 2009).
Teacher trainers can use the data form these narratives to understand how to build
on a teachers’ intrinsic motivation to help their students and cultivate supportive coaching
relationships, as they work towards similar goals. These relationships can help give
teachers the self-efficacy to push past challenges when implementing dialogic discussions
and ultimately positively impact reading achievement (Bembry et al., 1998; Ferguson &
Ladd, 1996; Foorman et al., 1998; Juel & Minden-Cupp, 2000: O’Connor et al., 2002,
Pressley et al., 2001; Taylor et al., 2000).
Implications for Practice
Throughout the conversations, teachers described lack of support within their
school communities or an instructional coach and independently developing perceptions
of self-efficacy was challenging. Trialing a new pedagogy was risky and scary, and they
were unsure of expectations. Learning through trial and error was a time-consuming and
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frustrating process, and there were many times when discussions did not go as planned.
Many of the teachers wished they had had more communal support.
While the educators I spoke with pushed through challenging moments, due to
their deep sense of value for the pedagogy, teachers, especially those in high-poverty
schools, who do not feel supported, are more likely to quit (Garcia & Weiss, 2019).
Hence, it is essential that more schools become “sites for professional study” (Calkins,
2020, p. 5). During the interviews, teachers often spoke about their dreams of and
attempts at developing professional learning communities. They felt that the communal
support of a PLC would help them take risks, clarify expectations, and help them shift
their epistemological beliefs. Opportunities for collaborative reflection with peers can
help teachers develop the confidence to develop the skills needed to implement engaging
and challenging comprehension instruction (Calkins, 2020).
Furthermore, an instructional coach can support teachers through the
implementation process and give more students access to high quality dialogic
discussions. Collaborative and practical coaching can positively impact a teachers’ selfefficacy and, consequently, their motivation to implement dialogic discussions.
Furthermore, teachers who feel supported are less likely to quit (Garcia & Weiss, 2019).
Even a few brief encounters with a mentor teacher can set expectations and give a teacher
the confidence to keep trying dialogic discussions. Training opportunities, which are
framed within a teachers’ socio-cultural schema, can help develop their sense of selfcompetence and can support teachers through the paradigm shift needed to transition to
new teaching pedagogies (Vygotsky, 1978).
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Implications for the Field
The question of how to guide teachers through the dialogic discussion
implementation process is an imperative and timely one. Today's students need to
develop authentic and complex reading skills (NGELA, 2017). Dialogic instruction can
activate the affective network needed for authentic learning (Athey, 1969; Voke, 2002)
and inspire adolescents to deeply engage with a text (Fisher & Frey, 2020). These
engaging, open-ended, and collaborative exchanges (Wilkinson & Son, 2011) can deepen
and improve reading comprehension (Fisher & Frey, 2018; Hattie, 2009; Kim, et al.,
2016; Stevens, et al., 1991).
However, many teachers are not yet comfortable facilitating these conversations
(Alexander, 2008; Cazden, 1998; Fisher & Frey, 2020; Wilkinson & Nelson, 2013).
Good teachers can positively impact the potential of poor readers (Bembry et al., 1998;
Ferguson & Ladd, 1996; Foorman et al., 1998; Juel & Minden-Cupp, 2000; O’Connor et
al., 2002; Pressley et al., 2001; Taylor et al., 2000). Therefore, finding effective ways to
develop supportive professional development for more teachers is essential to narrowing
the opportunity gap.
Reznitskaya and Wilkinson (2015) discussed the epistemological shift needed for
teachers to transition from lecturers to facilitators of dialogic discussions. Perceptions of
self-efficacy, value, and expectancy have been shown to impact educators’ decisions
when implementing new pedagogy (Abrami et al., 2004; Bostrom & Palm, 2020; Foley,
2011;). This study developed on previous research and sought to answer the question of
how the stories behind teachers’ decisions while implementing dialogic conversations can
be used to support and inspire teachers to shift their epistemological beliefs (Reznitskaya
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& Wilkinson, 2015), which can give more students opportunities to engage in animated
conversations about complex texts.
If more teachers had access to more collaborative professional development,
perhaps more middle schoolers would have the opportunity to engage in dialogic
discussions which can inspire them to “persevere through challenging, complex texts”
(NGELA, 2017) This is especially important when considering the high turnover of
educators in high-poverty schools (Garcia & Weiss, 2019). Schools need to develop a
supportive culture of learning and growth, as teachers learn the complex skills needed to
facilitate dialogic discussions (Calkins, 2020). When teachers feel safe and supported,
they can develop the pedagogies needed to best help their students learn to read (Calkins
& Ehrenworth, 2017).
Limitations of the Study
While these findings qualitatively delved into the stories of six educators, and the
nature of the in-depth interviews allowed for deep data, the population was very small.
There is no consensus of what constitutes an optimal qualitative sample size, and I
interviewed a suitable sample size of six participants (Beitin, 2012). However, the small
sample size and lack of diversity among participants limits the generalizability of the
results. Therefore, more research among larger sample sizes is needed to confirm the
validity.
Furthermore, it was the quality, not the quantity, of the interview that uncovered
valuable data (Kvale, 1996), and the goal was to provide the richness and depth needed to
answer the research questions (Kim, 2016). Saturation was achieved when new
interviews did not yield any new insights, but there is always the possibility that
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saturation may have never been achieved (Kim, 2016). Therefore, further research can
focus on exploring more stories of how educators navigated challenges during dialogic
discussions.
As far as data collection was concerned, teachers only participated in one indepth and one follow-up interview. While I did have a few more conversations with some
participants, data collection was limited. Due to the COVID-19 pandemic, I had limited
access to classrooms and was unable to observe teachers facilitating dialogic discussions.
Further research can gather more data, such as teacher observations and further in-depth
interviews to gain a better understanding of participants’ perspectives.
A limitation of the interviewing process was research bias. As a qualitative
researcher, I, inevitably, filtered, and interpreted data through my personal biases
(Holloway, 2011; Lichtman, 2012). By keeping a reflexivity journal, I was conscious to
reflexively reflect on my observations (Breuer et al., 2002). Despite my heightened sense
of awareness (Gilgun, 2011) and reflexivity, researcher bias is inevitable.
Along these lines, selecting a convenience sampling of educators whom I had
personal relationships with had advantages and disadvantages. My previous relationships
with some of the participants meant that my co-researchers felt comfortable honestly
sharing their stories with me. However, I was conscious to remain in a state of phronesis
and constantly reflected on how my role and my perspectives were shaping the interviews
and the narratives (Kim, 2016).
As I interviewed some of the teachers, it became clear that they were unsure of
what I meant by dialogic discussions. Ms. Sharon and Ms. Mandy did not fully
comprehend the method I was referring to until midway through the initial interview.
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This confusion may have resulted in participants going off-topic or discussing other
unrelated topics and may have impacted the internal validity of some of the data.
Therefore, further research should be conducted to heighten the trustworthiness
of the results.
Reflexivity
While I took reflexive precautions to develop my state of phronesis, researcher
bias is an inevitable issue specific to qualitative research. My years of experience in
education meant that I entered this study with many preconceived notions about teachers’
and students’ perspectives. I took the time to reflect in my reflexivity journal, and that
allowed me to be conscious of some of my biases. However, it is inevitable that my prior
experiences played a role during the coding and restorying process.
Therefore, quantitative research can be used to confirm and validate the finding of
this study. Some ideas for future quantitative studies might be measuring the impact of
coaching on dialogic discussion implementation and assessing the relationship between
expectancy and self-efficacy.
While these stories of these six educators confirmed what the extant literature has
shown about the impact of perspectives of value, expectancy, and self-efficacy (Abrami
et al., 2004; Bostrom & Palm, 2020; Foley, 2011), they opened a window into the
complexity of what motivates teachers to risk the challenges of implementing dialogic
discussions. Hopefully, with more research and ongoing coaching and the development
of more supportive professional development opportunities, teachers will be more
empowered to trial dialogic discussions within growth-oriented school communities.
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Recommendations for Future Research
This study answered the call of previous researchers. It explored how to develop
professional developments which acknowledge the complex balance between
encouragement and expectations (Kennedy, 2016). It questioned teachers about their
process of shifting their epistemology from frontal lecturing to student-focused
discussions (Reznitskaya & Wilkinson, 1015) and explored how teachers’ development
of expectations and values gave them the courage to leap from interest to implementation
of dialogic instruction (Commeyras & Degroff, 1998). It answered Abrami et al.’s
(2004), Foley’s (2011), and Bostrom and Palm’s (2020) calls for exploring ways for
developing support to raise teacher’s self-efficacy and expectancy-value.
The current study uncovered a lot of data about how expectancy-value theory
impacts teachers’ decisions during dialogic discussions. However, many of the teachers
entered the classroom with an appreciation for the value of the method. More research is
needed to understand how to help teachers who are unfamiliar with the method develop a
greater sense of value for dialogic discussions. Furthermore, the teachers I spoke with
described how they had developed a greater awareness of expectations through years of
independent trial and error, and many were still unsure of what exactly dialogic
discussions look like and did not feel fully confident with the method. Therefore, not
enough data was collected to fully answer how teachers’ expectations of dialogic
discussions can be fully developed.
Many of the educators I interviewed wished for the guidance of an instructional
coach. While Ms. Hannah is a coach and Mr. Solomon and Ms. Mandy are unofficially
supporting their colleagues, the teachers did not have much experience interacting with a
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coach. Their visions of coaching were more theoretical, rather than experiential.
Therefore, future research is needed to understand the impact an instructional coach
might have on a teacher’s expectancy, value, and self-efficacy perspectives towards the
dialogic discussion implementation process.
Additionally, future research is needed to address the limitation of this study. By
focusing on a bigger and more diverse population of teachers, different perspectives of
teachers in other settings could be understood. While saturation may have been achieved,
it is possible that more methods of data collection, such as classroom observations, could
delve deeper into the teachers’ stories and unpack the complexities of their experiences,
which can provide more techniques for teacher support.
The interviews were conducted with teachers who taught in Orthodox Jewish
Parochial schools. Rabbi Myerson’s narrative highlighted how the cultural expectation
for Orthodox Jewish boys to develop expertise in Talmudic dialogic discussions impacted
his value for the method and his motivation to persevere through challenges during
implementation. Further studies can explore how diverse cultural expectations might
impact dialogic discussion implementation.
Furthermore, except for Mr. Solomon, the educators I interviewed only had
experience teaching single-gender classes. Exploring how dialogic discussion
implementation within mixed-gender classes could uncover more data about how gender
expectations can impact a teachers’ facilitation of dialogic discussions. Additionally, it
might be interesting to see how dialogic discussions differ within age ranges, other than
middle school.
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On a final note, Ms. Sharon mentioned that she turns to her students for feedback.
This concept of looking towards students as stakeholders to guide instruction would be an
interesting idea to research further. They know how they learn best and can provide
invaluable data about what works. Studies can explore how students give feedback and
analyze how the feedback can best inform curricular and pedagogical development.
Conclusion
As I entered in-depth conversations with educators, I discovered what had
inspired them to persevere through challenges when implementing dialogic discussions,
because I wanted to know how to develop more supportive and effective professional
development opportunities. Teachers spoke frankly about the obstacles they had faced
trialing dialogic discussions. They described challenges with classroom management
issues, ambiguity about expectations, and their sense of isolation trialing the new
pedagogy. However, they also passionately told me how their appreciation for dialogic
instruction pushed them to take risks and persevere through the challenges of
implementation.
The six educators that I interviewed described how they had grown in confidence
as their expectations of the method developed. At first, they were unsure of their goals
and what a successful dialogic discussion might look like. However, after some time
experimenting many teachers spoke of the toolboxes they had filled with techniques and
strategies which give them the confidence to take a step back to allow their students to
animatedly discuss a text. Once they saw the power of dialogic discussions, their
understanding for the method grew, as did their self-efficacy.
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The educators were clear about the professional learning experiences which had
helped them or would have helped them develop the expectancy-value perspectives
needed to persevere through implementation. They identified the components of effective
workshops, such as engaging and practical tips. They described the PLCs they had
developed or wished to be a part of. They envisioned the ideal coach, who would inspire
their appreciation for dialogic discussions, as the coach guided the development of their
expectations and self-efficacy (Marzano, 2005). Those teachers who had not had the
benefit of frequent supportive professional learning opportunities developed their values
and self-efficacy by developing expectations through a process of trial and error within a
safe school culture which allowed them to take risks.
These narratives opened a window into the motivations behind teachers’ decisions
in the classroom. They answered questions about why teachers are willing to push past
obstacles and shift their epistemological beliefs. They showed that an educator’s deep
sense of value for dialogic discussions can inspire them to push past challenges, and it is
the commitment of a supportive and understanding instructional coach that can help them
develop the expectations and self-efficacy needed to confidently implement the method. I
would like to end with a call for more research to figure out exactly how to develop
ongoing professional development opportunities and safe learning communities for
teachers to feel comfortable navigating through tough moments during dialogic
discussions.

191

APPENDIX A: ADMINISTRATOR CONSENT FORM
Dear Administrator,
My name is Malka Alter Ungar, and I am a doctoral candidate in the School of
Education at St. John’s University. I am conducting research in literacy leadership under
the supervision of Dr. Kristin Anderson at St. John’s University. The title of my study is
A Narrative Inquiry into Dialogic Discussions: How Expectancy-Value Theory Informs
Professional Development. St. John’s University has given approval to approach schools
for my research.
The purpose of this narrative inquiry is to explore how teachers’ experiences
during dialogic discussion implementation can help guide the development of more
effective professional learning opportunities. Research has shown the impact of
supportive professional development on teacher retention and, consequently, student
achievement. Therefore, this is an opportunity to explore how to best guide teachers as
they develop best practice.
In this narrative inquiry, data will be collected via teacher interviews, which will
take place via Zoom. Classroom teachers will be asked to volunteer through a recruitment
letter, which is attached below.
The teacher participants will benefit from this research as they will get the
opportunity to reflect on their experiences experimenting with dialogic discussions in this
classroom. These conversations are important as they have the potential to support
teachers as they develop more effective literacy instructional practices and, ultimately,
help students become more powerful readers. Stakeholders and society also stand to gain
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from this research as it provides insight into how to best to guide teacher growth and
quality of teaching.
There are minimal risks associated with their participation in research.
Confidentiality of the research will be strictly maintained by keeping all materials locked
away and by keeping consent forms separate from data to make sure the name and
identity of participants will not become known or linked with information provided.
Participation in the study is voluntary. Teachers may refuse to participate or
terminate at any time. In respect to the interview, participants have the right to skip or
refrain from any questions they prefer not to answer.
If there is anything about the study or your participation that is unclear or that you
do not understand, or if you have questions or wish to report a research-related problem,
you may contact Malka Alter Ungar at malka.ungar17@stjohns.edu or the faculty advisor
Kristen Anderson at andersk1@stjohns.edu.

Malka Alter Ungar, Ph.D. Student
St. John’s University, School of Education Literacy Leadership, Jamaica, NY

Agreement to School Participation
Yes, I agree for my staff to participate in the study described above.
_______________________

______________________

Administrator’s Signature

Date

You have received a copy of this consent form.
______________ Yes
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APPENDIX B: RECRUITMENT LETTER

Dear Colleague,
I am doing my doctoral researcher study entitled: A Narrative Inquiry into
Dialogic Discussions: How Expectancy-Value Theory Informs Professional
Development. The purpose of this narrative inquiry is to explore how teachers’
experiences during dialogic discussion implementation can help guide the development
of more effective professional learning opportunities.
While this is a voluntary opportunity, I would greatly appreciate your
participation in this study. Participants should have some experience implementing
dialogic discussions in middle school classrooms.
The total time commitment for participation is estimated at 40–60-minute Zoom
interviews and will take place in two phases. In the first phase, participants will be asked
about their experiences navigating obstacles during dialogic discussions. Following the
interview, you will be presented with a transcript and analysis of the interview, and then
will be asked to volunteer to engage in another interview to discuss the accuracy of the
transcript and analysis. Both interviews will take place at an agreed time at your
convenience.
If you would be interested in participating, please contact me at
malka.ungar17@stjohns.edu.
Thank you,
Malka Alter Ungar, Ph.D. Student
St. John’s University, School of Education Literacy Leadership
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APPENDIX C: PARTICIPANT CONSENT FORM

Dear Participant,
You have been invited to take part in a research study to learn more about how
teachers navigate tough moments as they implement dialogic discussions. This study will
be conducted by Malka Alter Ungar, Department of Literacy Leadership, St. John’s
University, as part of her doctoral dissertation work. Her faculty sponsor is Dr. Kristen
Anderson, Department of Literacy Leadership.
If you agree to be in this study, you will be asked to do the following: (1)
Participate in two interviews and (2) share some of your dialogic lesson plans and
reflections. Your interviews will be conducted and recorded via Zoom and then
transcribed. You may review these digital recordings and transcripts and request that all
or any portion of these be destroyed. Participation in this study will involve
approximately three hours of your time: between 105-135 minutes for the interview and
another hour to review the transcripts. Interviews will be conducted via Zoom and at an
agreed upon time.
There are no risks associated with your participation in this study beyond those of
everyday life.
Although you will receive no direct benefits, this research may help the
investigator better understand how to develop more effective professional development
opportunities to support dialogic discussion implementation.
Confidentiality of your research records will be strictly maintained by using
pseudonyms for proper names. Consent forms will be kept separate from data to make
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sure that your name and identity will not become known or linked with any information
you have provided. Your responses will be kept confidential with the following
exception: the researcher is required by law to report to the appropriate authorities,
suspicion of harm to yourself, to children, or to others.
Participation in this study is voluntary. You may refuse to participate or withdraw
at any time without penalty. For interviews, you have the right to skip or not answer any
questions if you so prefer.
If there is anything about the study or participation that is unclear or that you do
not understand, if you have any question or wish to report a research-related problem,
you may contact Malka Ungar, malka.ungar17@stjohns.edu, 8000 Utopia Parkway,
Queens, N. Y. 11439 or the faculty sponsor, Dr. Kristen Anderson, at
andersk1@stjohns.edu, St. John’s University, 8000 Utopia Parkway, Queens, N. Y.,
11439 Sullivan Hall, 4th floor.
For questions about your rights as a research participant, you may contact the
University’s Institutional Review Board, St. John’s University, Dr. Raymound
DiGiuseppe, Chair digiuser@stjohns.edu, 718 990 1955 or Marie Nitopi, IRB
Coordinator, nitopim@stjohns.edu, 718 990 1440.
Agreement to Participate
_____Yes, I agree to participate in the study described above.
______________________________
Subject’s Signature

_________________________
Date

You have received a copy of this consent document to keep. ___________________ Yes
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APPENDIX D: INTERVIEW GUIDE
● Introduction:
○ Length: 40-90 minutes
○ Why? To collect stories about teachers’ experiences implementing
dialogic discussions
○ Purpose: To inform the development of more teacher-centered
professional development opportunities.
○ Request that the participant signs an electronic consent form before
conducting and recording the interview.
○ I break the ice by sharing an anecdote about my initial attempts at dialogic
instruction.
● Interview Body:
○ Tell me a little about yourself.
○ Walk me through a dialogic lesson; discuss concerns about implementing
the new pedagogy.
○ Tell me about the most valuable professional learning opportunity which
impacted your implementation of dialogic discussion. Tell me about your
least valuable professional learning opportunity.
○ Tell me about a challenging moment during a dialogic discussion; what
were some ideas you heard students discussing? What did student learning
look like?
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○ Describe a professional learning opportunity or experience which might
have helped you navigate this challenge or overcome any barriers which
you may have encountered.
○ How do dialogic discussions compare with full classroom discussions?
○ How did you originally feel about experimenting with dialogic
discussions?
○ Did your perspective towards student discussions change during the
implementation process?
● Conclusion
○ Based on your experiences implementing dialogic discussions, what do
you feel are the most supportive aspects for a PD?
○ If you had a voice in developing PD for dialogic discussion
implementation, what would you suggest? How would that have impacted
your implementation?
○ Is there anything you would like to add that we did not cover?
○ Thank you for your time.
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APPENDIX E: IRB APPROVAL LETTER
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